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VARIATIONS IN THE INFORMAL SOCIAL SYSTEMS OF 20 HIGH
SCHOOLS, THE SOURCES OF THESE VARIATIONS, AND THE EFFECTS OF
SUCH VARIATIONS ON THE ACADEMIC ATTITUDES AND BEHAVOR OF
STUDENTS WERE STUDIED. TWO RELATED ASPECTS OF THE SCHOOL
SOCIAL ORGANIZATIONS RECEIVED MAJOR RESEARCH EMPHASIS--(1)
THE CHARACTERISTIC GLOBAL DEMANDS, FEATURES, AND EMPHASES OF
THE SCHOOL IN TERMS OF RELATIONSHIPS AMONG STUDENTS AND
BETWEEN STUDENTS AND StAFF, AND (2) THE EXTENT TO {WHICH
ADOLESCENT PEER GROUPS EITHER REWARD ACADEMIC EXCELLENCE OR
VALUE SOCIAL AND ANTISCHOOL ACTIVITIES. THE SAMPLE CONSISTED
OF 20,345 STUDENTS, 1,029 TEACHERS, AND 20 PRINCIMS. ALL
THREE GROUPS COMPLETED SELF-ADMINISTERED QUESTIONNhIRES. IN
ADDITION, STUDENTS WERE GIVEN TWO TESTS FROM PROJECT TALENT
(FLANAGAN AND OTHERS, 1964) TO MEASURE APTITUDE FOR ABSTRACT
REASONING AND ACHIEVEMENT IN MATHEMATICS. OTHER DATA WERE
GATHERED FROM PERMANENT STUDENT RECORDS, INCLUDING IQ, GRADE
POINT AVERAGE IN ENGLISH, AND ABSENTEEISM. OBTAINED FROM THE
DATA GATHERING EXERCISE WERE MEASURES FOR THREE OTHER CLASSES
OF VARIABLES--(I) VARIOUS DIMENSIONS OF SCHOOL CLIMATE AND
ENVIRONMENT, (2) THE PERSONAL, ACADEMIC BEHAVIORAL, STUDENT
ATTRIBUTES OF COLLEGE PREPARATION, PERSONAL VALUES ON
INTELLECTUALISM AND ACHIEVEMENT, AND ACADEMIC ACHIEVEMENT IN
MATHEMATICS AND ENGLISH, AND (3) SUCH PERSONAL AND BACKGROUND
CHARACTERISTICS OF STUDENTS AS SEX, MENTAL APTITUDE, YEAR IN
SCHOOL: AND SOCIOECONOMIC STATUS. THE LATTER CLASS OF
VARIABLES WAs VIEWED AS A CLASS OF MEDIATING LINKS BETWEEN
THE SCHOOL ENVIRONMENT AND-THE INDIVIDUAL'S ACADEMIC
BEHAVIOR. A SPECIAL STATISTICAL PROCEDURE WAS USED TO
ESTABLISH A NUMBER OF RELATIONSHIPS AMONG THE CLASSES OF
VARIABLES. A CONCOMITANT SEARCH WAS UNDERTAKEN TO IDENTIFY
POTENTIAL SOURCES OF SCHOOL CLIMATE VARIATIONS, AND FINDINGS
OF THIS EFFORT WERE (FOR THE MOST PART) NEGATIVE, BUT STILL
SIGNIFICANT. A SECONDARY FOCUS OF THE OVERALL RESEARCH WAS AN
EXPLORATORY ANALYSIS OF ACADEMIC DIFFERENCES BETWEEN NEGRO
AND WHITE STUDENTS IN PREDOMINATELY WHITE HIGH SCHOOLS. (JIN)
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Chapter I

PROBLEM OF TEE RESEARCH

Introduction

In 1932 Willard Waller published his classic study on the sociology of the
school which was developed around the theme that the school is not only a formal
organization but aia a miniature informal society which exerts important in-
fluence on the behavior of its clients.'

As noted by Bidwell (1965) in an excellent review of Waller's work, Waller
viewed the cohesive teachers group as one of the most important components of the
school society. He felt that teachers, as a result of their common professional
backgrounds and perspectives, typically form a tightly-knit and distinctive sub-
culture.

Waller posited a second and equally important component of the informal
society of the school--the student peer group. This he saw as the product of
compulsory mass education pulling into the school socially homogeneous cohorts
of children from a neighborhood or community. Given the fact that students par-
ticipate in school as a way of life with almost total personal involvement, he
argued it is inevi'able that the students also form a social system having sev-
eral interrelated components: a distinctive subculture with identifiable norms
and values; an age-graded status system involving a network of peer prestige
based on certain personal attributes and performances; and a social structure or
pattern of association involving two basic role types--leaders and followers.

He emphasized that there was a great divergence in the values and interests
of students versus teachers, leading to conflict and hostilicy in the relations
between school staffs and their adolescent clients. He argued that this conflict
further solidified each group, with teachers continually attempting to maintain
order and motivation through official authority and the student peer group unit-
ing in response to these demands and attempting to avoid or deflect them.

As stressed by Bidwell (1965, p. MY, Waller viewed the consequence of
this basic conflict as a tenuous control by teachers over the behavior of stu-
dents, with the control being modified by the strength of the student social
system.

Since Waller's work, a voluminous amount of material has been written on
the adolescent peer group--a phenomenon which has been given a variety of names
such as "adolescent society," "youth culture," "youth society," and "adolescent

II.C.
I
Four extensive syntheses of existing knowledge on the environmental factors

zf educational institutions which are related to the academic and social behavior
of students have recently been developed by Bidwell (1965), Boocock (1966), Kirk
(1965), and Lavin (1965). The authors are indebted to these sources for signifi-
cant portions of the research cited in this report.
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subculture"
2--and its influences on the behavior of adolescents both in and

outside of schools.

Although, there are different explanations regarding the source and per-
sistence of a youth culture in American society, there tends to be agreement

among social scientists on two related points. First, there exists in our so-

ciety a youth culture which is distinctive from the,,adult society (Gottlieb and

Ramsey, 1964, pp. 29-33, and Boocock, 1965, p. 27).'

Secondly, the peer group is a potent force in shaping the attitudes of in-
dividual students toward school, as well as their educational aspirations and

achievement.

A position held by some scientists concerned with the study of youth in

school settings is that adolescents actually comprise a semi-independent social

system which has several interrelated components: a culture consisting of norms,

values, and customs; a status system, which ranks its members according to cer-
tain performances and attributes; and a social structure or pattern of inter-

action which is instrumental in shaping the content of the culture.4 This ado-

lescent society is seen as the product of rapid technological change character-

istic of modern industrialized society--change which has widened the gap between
generations, making parental knowledge outdated and rendering the family incapable

of adequately socializing the child (Coleman, 1961, p. 2). Thus modern industrial

society has, by extending the period of training necessary for a child to take his
place in the community, established the school as a primary socializing agency.
The school is an institution which controls an ever increasing amount of the
child's time and assumes more and more responsibility for developing confcrmity not
only with the norms of scholastic achievement but with a much wider range of social

behavior as well. However, in this connection, the larger adult society is faced

with a problem: students often reject many of these norms--especially scholastic
norete--cr fail to achieve with respect to them. Coleman's explanatien (1961) of

the teen-ager's lack of interest in education or outright rejection of selolastic

norms is that these adolescent societies focus interests on matters far removed

from education. That is, these acklescent systems, with a meaningful set of
sanctions to impose, often direct the flow of participants' energies into activ-
ities which conflict with educational goals.

2
As indicated by Boocock (1965, p. 27),these terms are used interchangeably

by writers, and the phenomenon to which they refer has been considered by social
scientists at several different levels of generality ranging from the small
friendship cliques in schools to a distinct youth society at the national level
with its own recognizable "state of life". Regarding the amount of published
literature on youth, Jahoda and Warren (1965, p. 138) report "... the number of
publications on adolescent behaviour recorded in the Psychological Abstracts has
almost trebled since 1930 its absolute terms and, relative to the overall number
of publications, more or less doubled."

3
One must hasten to add, however, that there is some controversy on this

point among researehers. This controversy will be discussed in some detail in

the following chapter.

4
The works of Gordon (1957) and Coleman (1961) represent the prototype of

this position.
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The Present Investigation

The primary intent of the research reported here is to determine the extent
to which the educational and social environments or "climates" (as perceived by
students and staffs) of twenty high schools vary, to assess the consequences of
such variations on the academic behavior of individual students, and to isolate
some of the sources of these variations. In investigating the variations in
these climates, greatest emphasis is placed on two different but related aspects
of the informal secial organization of the schools. The first iB the character-
istic global demands, features or emphases of the school, both in terms of re-
lationships among students and between students and staff. The second is the
adolescent peer group in each school, dealing with the extent to which these
groups reward academic excellence or value social and anti-school activities.

This research is a further development of The Adolescent Society (Coleman,
1961) and takes as its starting point the results reported by Coleman in that
provocative work. A number of important ideas about the sources of variations
in high school social systems and their effects upon the academic attitudes and
behavior of students emerged from Coleman's research on ten midwestern high
schools, but many of the ideas lack adequate substantiation, and important ques-
tions remain unanswered.5 The most important of these are, of course, those
which have direct implications for educational policy. As the school comes to
play a larger and larger role, both in the adolescent's life and in the national
economy, it is especially urgent for our society to have knowledge in this area.

The study has a second purpose, one which was not part of the original
design--yet one which is of critical concern to social scientists 'evolved in
educational research and to practicing professional educators. This is the cru-
cial problem of the academic behavior of Negroes relative to diet of whites in
desegregated school settings. Specifically, the objective of this phase of the
larger study ia to isolate specific factors in the school milieu which are linked
with personal variables to influence the academic performance, educational aspi-
rations, and intellectual orientations of Negro and white students in desegre-^
gated high schools. his phase of the project involves the use of all the small
number o Negroes in the high schools under investigation and a sample of white
students who are individually matched with the Negroes within school on a number
of personal and social background variables. Given the dearth nf unequivocal in-
formation about the academic behavior of Negro students in desegregated schools
(Katz, 1964) and the fact that data are availab's by race in the twenty schools,
an opportunity is provided to make some contribu(ion in an area of current social
concern.6

Alm11,...-_...a=.//sawa./0

5
These questions will be discussed in the next chapter when Coleman's work

is discussed in detail.

6
The expansion of the original study to include this new topic came about

in the summer of 1965 when the authors realized there was a sufficient number of
Negro students in the schools to permit comparison with whites, if the two groups
were matched on a number of relevant factors. Consequently, application was made
to the Office of Education in June, 1965, for an extension of time and additional
funds to proceed with the analysis and include the results as part of the present
report. O.E. extended the deadline from January 31, 1966, until December 31,
1966, and made available additional funds for this addendum.



Chapter II

RELATED LITERATURE AND UNRESOLVED PROBLEMS

Introduction

This chapter presents a resnm of anicsetpd research val.v.nt, ..4thr Ai-

rectly or indirectly, to the purposes of the present study. After reviewing the
literature, two general questions will be posed dealing with.problems which ear-
lier research has left unsolved and toward which the present study is directed.

Before undertaking this critique of the literature, some comments seem ap-
propriate concesaing the general strategtes of social scientists engaged inzre-
search in educational institutions. They have tended to direct a great deal of
thAir attem-4on toward one of two problems:

(1) ?A hoc descriptive studies of the relations between participants
in such institutions.

(2) correlational studies between individual level attributes of
students or teachers in which the classroom merely provides a
convenient setting to obtain data on large numbers of subjects
with a minimum of effort and financial cost. This line of re-
search activity has ignored a most promising research strategy- -
that of contextual analysis which consists of relating charac-
teristics of the individual's social environment to a charac-
teristic of the individual (Coleman, 1958). (The research pre-
sented in this report represents an attempt to systematically
employ such a strategy.)

In short, despite the fact that a monumental amount of material has been
written on many aspects of the school environment and the performance of stu-
dents, there is a paucity of carefully documented and consolidated findings on
the dimensions of the school environment which are related to what and how much
students of varying social backgrounds learn.'

The literature presented below deals with research in two broad areas of
schofk .rganization which have an effect on the academic behavior2 of individual
studess.,. from varying social and racial backgrounds- -the social organization of
the etassroom and the school as a whole.3

7110., rallipmEl, IMINIMIIIM.INIIMIAMI,..inilOMOMII.011111011111MINEINI

'This is a conclusion shared by Bidwell (1965) and Boocock (1966) in their
comprehensive reviews of the literature.

2
In this context "behavior" is used in a broad sense to include attitudes,

perceptions, values. orientations, and aspirationstas well as overt performance.

3
The reader may question this concern with research at the classroom level

since the study is conducted at the school or global level. Furthermore, as
noted by Boocock (1966, p. 18), the classroom and school levels could have in-
consistent effects on the achievement of students. Such a proposition would

-",RTIMPr, ,r11.1t,1119ITTWI'Ver.TV.OleleTtIMI... 'IRVV174.47-"rirr="46,0""r".
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Review of the Literature

a. Classroom Effects on Academic Behavior of Students

Boocock (1966, p. 40) concludes that this is the area where carefully de-
signed research producing consistent findings is most difficult to obtain. No-

where is this more true than in studies of "teacher effectiveness." For ex-
eimiNles MnAlnu nnA M41-7n1 (1QA11 ratriowina the racionreh in thin avtla remelnda

that there is almost a total lack of positive findings between numerous different
measures of teacher effectiveness and student achievement. They suggest that
such negative results are a consequence of inadequately designed research and
failure to clearly specify what type of performance is to be investigated.

A few studies indicate that such factors as type of undergraduate training
which teachers receive are relevant to high school students' test performances
in science (Anderson, 1950). Two other studies (Cogan, 1958-59; and Heil,
Powell, and Feifer, 1960) suggest that there are important teacher personality
correlates of student productivity at both the elementary and junior high levels.
It should be noted that these two investigations controlled for student person-
ality variables, something which was seldom done in the research cited by Medley
and Mitzel.

Cogan's work on junior high school students justifies some discussion since
it is one of the more rigorous studies conducted in this area. He posited three
different categories of teachers' behavior as affecting the amounts of required
and student-initiated work. Using student ratings to classify teachers' be-
havior, he found a strong positive correlation between students' performance and
inclusive behavior which he defined as nurturant and warm toward students. On
the second factor characterizing teachers' interpersonal relationships with stu-
dents, he uncovered only inconclusive evidence that teachers' mtclusive be-
havior (dominative, aggressive, aloof, and impatient) was negatively related to
the completed work of students. Finally, he found a positive relationship be-
tween an affectively neutral component of teachers' behavior which he tented
conjunctive (ability to communicate with student, classroom management, and sub-
ject matter competence) and student productivity. Concerning inter-school dif-
ferences, he found that the component of teachers' behavior labeled "inclusive"
was the best predictor of student performance.

At the elementary school level, Bidwell (1965, p. 988) cites a study by
Davidson and Long (1960-1961) showing that teacher warmth and understanding, as
perceived by students, was positively related to students' self-esteem.

Ryans (1960 and 1961) conducted research at the elementary and high school
levels isolating the dimensions of teacher behavior which are relevant for that

.11111111001111Mill 11111=

not appear to be without merit. Nevertheless, the distinctirn between the two
levels seems to be primarily one of level of abstraction. Stated differently,
it seems tenable to assume that variation in classroom effects on student per-
formance within schools is less than that between schools. For example, both
staff and student "recruitment" policies of schools tend to result in fairly
homogeneous teacher cadres and student bodies:. Thus various dimensions of
"classroom" effects on learning tend to pervade the environment of the school
and hence become "school" effects.
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of students. At the elementary level he found that teacher attributes such as
originality and adaptability are related to high levels of classroom participa-
tion by students, and that such behavioral dimensions of teachers as systematic
and well-planned classroom procedure are correlated with pupil behaviors of con-
structiveness, responsibility, cooperation, and personal control.

At the high school level, Ryans found no significant relationships between
teacher characteristics and student behavior. On the other hand, Rosenfeld and
ZAndor (1961) framdi %Icing cempla of high echool students, two dimensions of
teacher behaviorsubject matter competence and teacher sanctions (both positive
and negative; - -to be positively correlated with student aspirations. Thus,
Bidwell's conclusion that both the expressive and instrumental aspects of teach-
ers' behavior have some effect on student accomplishment seems justified (1965,
p. 988). The fact that such findings are more consistent at the elementary level
than in high schools could be attributed to the importance of peer group influ-
ences in the second setting, which may determine classroom behavior more than
do teacher expectations and behavior (Lavin, 1965, p. 143).

Another factor which could help explain the failure of "teacher effective-
ness" to be more systematically related to classroom performance is the teacher
"halo" or "credibility" effect which may neutralize any predicted differences.
That is, teachers or se start out with an advantage in that they are perceived
by students, parents, and the larger community as being experts in their partic-
ular subject matter. Stated differently, the positive image of the communicator,
which is somewhat institutionalized in our educational system, counteracts a
significant part of the differences in teacher effectiveness.'

If there is lacking a comprehensive body of knowledge regarding the effects
of the teacher's behavior on classroom learning in general, then it is a gross
understatement to say that only a few systematic empirical studies have focussed
on identifying the situational determinants of performance of Negroes or other
minority groups in racially and/or ethnically mixed classrooms. In fact, Katz
(1964) argues that so few studies have been conducted on this topic that most of
the evidence is purely inferentia1.5 He indicates that several factors have con-
tributed to this situation:

AINNOCESMNIMINE

4
On this point Boocock (1965, p. 8) suggests a very worthwhile research

project: an investigation of the relation between the degree to which teachers
are perceived by students as expert in certain areas and the quality of learning.
Lavin (1965, p. 144) offers a similar explanation regarding student-teacher re-
lationships. Although his review of the literature leads him to conclude there
is some evidence to indicate that the degree of congruence in teacher-student
values and attitudes is positively related to academic performance of students,
he contends the relationship is basically independent of the content of the
values and attitudes. Stated differently, such a generalization holds even when
the teacher-student relationship involves what appear to be task-irrelevant cri-
teria, which he explains in terms of a teacher halo effect.

5
A notable exception in this general area is the bibliography which is

rapidly building on the cognitive functioning and preschool development of "so-
cially disadvantaged children." For a survey of the literature on these two
topics see ARCD Bulletin (January, 1965, and March, 1965). Even though the
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(1) Desegregated school systems have a policy of racial nonclassi-
fication; consequently, separate data for Negroes and whites

are not available.

(2) Where legal desegregation has occurred, it has been accompanied

by strenuous efforts to raise educational standards in all

schools; thus, the effects of desegregation Efr se are con=
founded the 'ef"Fa ^f 4"""-A1 74'a !teaching and facilitie8-r

(3) In several Southern states only small numbers of highly se-

lected Negroes have been admitted to previously all -white

schools. In these situations before-after comparisons of

achievement are uially not available, making it impossible
to assess the adjustment of white and Negro students and their

relative performance.6

However, after systematically reviewing the available literature Katz con-

cludes that most of the available evidence indicates that Negroes' academic ad-

justment in racially mixed schools is favorable. Specifically, Negroes attend-

ing desegregated schools in Washington (Hansen, 1960) and Louisville (Stallings,

1959) showed year to year gains on achievement tests. However, such increased

performance may have been more attributable to a general improvement in educa-

tional standards than to racial mixing, sirce there appeared to have been only a

minimal desegregation experience for the majority of Negro children in the two

cities at the time the studies were conducted.

Lesser, et al., (1964) studied children of varying racial and ethnic back-

grounds in New York City schools which were either racially balanced or im-

balanced. He found that Negro children in racially balanced schools scored

higher on a n'mber of mental aptitude tests than those in unbalanced schools.

Weinberg cites a study by Katzenmeyer (1963) on the effects of desegre-

gation on the intelligence test performance of both white and Negro students at

the kindergarten and elementary levels. His study revealed that the I.Q. level

of both groups increased during a two-year period, with the Negro children

upsurge of interest in programs and practices formulated to compensate for the

educational handicaps of socially disadvantaged children has been one of the

significant developments in American education in the last few years, thee pro-

grams have generated few empirical results regarding their effectiveness (IBC's)

Bulletin, March, 1965). Nevertheless, a number of studies are now being under-
taken to isolate specific environmental factors of early childhood which account
for the impaired cognitive functioning of socially disadvantaged children and

the types of compensatory educational programs, such as early school admissions,

which can overcome such cognitive retardation. (See, for example, An Early

School Admissions Project Progress Report, Baltimore City Public Schools, 1964,

Chap. 8.) Such programs are in their initial stages, and the evaluations of

them are at best tentative.

6In addition to Katz's critique of the literature in this areastwo other
comprehensive reviews by Pettigrew (1964) and Weinberg (1965) are available.
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showing a greater gain. He concluded that for desegregation to have beneficial
effects for Negroes, it must be accompanied by a communality of experience with
white students and adequate guidance by staff.

Pettigrew (1964, p. 128) contends that desegregation in a community gives
academic encouragement to Negroes (whether in biracial or uniracial schools) and
increases the morale of their teachers and parents. One of the crucial factors
in this desegregation process appears to be the enhanced self-image Negroes ac-
mass; which coupled with what vattigraw (1964 p 128) refers to as the "ens
trenched Negro desire for education," has positive academic consequences for
Negroes. Several studies in recent years have pseaented evidence testifying to
the extent to which Negroes view education as a means of achieving upward social
mcbility.

(1) A study in the Northeast in the middle 1950's (Rosen, 1959) re-
vealed that a sample of Negro mothers placed great value on edu-
cation as a means for their children to achieve upward mobility;
83 per cent of the respondents had college plans for their sons.

(2) A study in the early 1950's (Boyd, 1952), using Negro and white
elementary students in a desegregated school who were matched
on ability level, demonstrated that the Negroes expressed higher
levels of aspiration and ambition than the whites.

(3) A recent national poll by Newsweek (1963) indicated that 97 per
cent of Negro parents interviewed wanted their children to ac-
quire at least a high school education.

(4) Reiss and Rhodes (1959), competing the educational norms and
goals of Negroes and whites from Nashville's predominantly
segregated schools in 1957, found that Negro adolescents valued
schooling wore and had higher educational aspirations.

(5) Geisel (1962) found Negro students in segregated schools in
Chattanooga had higher educational aspirations than whites.

(6) Blake (1960), comparing the behavior of 3egroes and whites in
a non-Southern integrated school, showed the educational as-
pirations of the former to be higher.

Thus, regardless of the section of the country and whether or
are racially mixed, Negro students are more educationally oriented
and the interpretation that the higher levels of aspiration on the
Negroes is an expression of their attempts to maintain self-esteem
of discrimination seems highly plausible (Weinberg, 1965, p. 8).

not schools
than whites;
part of
in the face

Katz (1964), commenting on the performance of Negroes in "deep South"
states where desegregation has taken place, concludes that there is no evidence
of widespread academic failure on their part. However, he cites evidence from
two Southern communities (1964, p. 384) to the effect that significant numbers
of Negro students in desegregated settings had failed to keep pace with their
white classmates and that their failure seemed to be attributable to such factors
as disadvantaged home backgrounds, lower academic standards in the segregated
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schools from which they transferred, and problems of social adjustment in the

new desegregated environment.

After reviewing the available evidence, both Katz (1964, p. 384) and

Weinberg (1965, p. 2 and p. 23) comment that there is no evidence to indicate

that desegregation had damaged academic standards and had thus been detrimental

to white students.

The above results, which indicate that desegregation has been accompanied

by significant increases in Negro achievement, would appear to be a function of

vastly improved educational opportunities and are consistent with the earlier

findings of Klineberg (1935) in his classic study of the effects of school en-

vironment on the intelligence of Negro children. He demonstrated that Negro

children born in New York City achieved higher scores on I.Q. tests than those

who migrated from the South; and more importantly, the longer these migrant stu-

dents resided in the North the greater the increase in their scores. Pettigrew

(1964, p. 124) cites more recent research in Cleveland and Philadelphia to cor-

roborate Klineberg's original findings.

The research of Katz and associates (1960, 1962, 1964, 1958, 1963, and in

press) provides the most relevant findings and rationale for the extension of

the present study to the problem of isolating situational determinants in de-

segregated high school environments of the academic behavior of Negroes and

whites of comparable ability and socio-economic background. Thus a detailed

summary of his work is in order here.

Based primarily on socio-psychological research on the behavioral effects

of psychological stress and on his own series of experiments on the productivity

of Negro college students in biracial settings, Katz (1964) posits several fa-

vorable and detrimental influences on Negro performance in educational settings

at all levels. These factors should act as mediators or "explanatory links"

between the environment of the school and the academic behavior of Negro stu-

dents in integrated schools. Two of the most important of these influences are:

(1) Low probability of success vs. high probatility of success--where

Negro students acquire inferiority feelings outside of school as

a result of their minority status or where they come from inferior
segregated schools, they are likely to have a low expectancy of

academic success; consequently, their achievement motivation

should be low. On the other hand, if the Negro student is in an
environment which objectively gives him a high probability of

success,he should feel capable of meeting the academic standards

of the integrated school and as a result have high achievement.

(2) Social threat vs. acceptance by white peers and teachers--given
the prestige and power of the white majority, rejection of Negro
students bs. white students and/or teachers should result in emo-
tional respkases such as low sell- esteem and hostility that are

adverse to intellectual functioning. On the other hand, accept-

ance by white peers and adults in school should have a social
facilitation effect upon academic performance by motivating them

to accept white standards of scholastic performance.



Kate (1964) cites evidence from a number of outside sources and from his
own research which reveal the problems of adjustment Negro students experience
in biracial settings involving complex, learning. Some of the more important
findings from his research are as follows:

(1) Experiments on Negro college males in a Northern university re-
vealed that in work teams composed of Negroes and whites of
equal ability, Negroes were more compliant, rated their per-
formance as inferior even when it was not, and expressed less
satisfaction with the team experience than did whites (1960
and 1958).

(2) In another study at a Northern univeraity (1962) he found that
experimentally inducing Negro subjects into attempts to in-
fluence non-hostile white pawners in problem solving decreased
their passivity and increased their ascendancy on another task
with the same white partner. This was attributed to a reduction
in their anxiety about evoking white hostility.

(3) Using Negro students at a predominantly Negro college in the
South, he (1963) created a verbal-task situation in which he
systematically varied the levels of social threat and failure
threat. He found that the situation which was low in both
types of threat resulted in better performance by Negroes in
the presence of whites than in the presence of other Negroes.
This finding suggested that the incentive value of success was
greater in the white environment, However, when threat of
electric shock was introduced into the experimental situation
the white environment became less conducive to performance
than the Negro one. Thus, the conclusion was reached that
vulnerability to stress was greater in the white environment,
even though it was not manifested until a strong explicit
threat was introduced.

(4) In a follow-up on the preceding experiment (in press), he in-
vestigated in a Southern Negro college the effects of race of
the task administrator, difficulty of task, and evaluative
significance of the task, (i.e., whether it was described as
a motor task or intellectual task) on Negro students' effi-
ciency. It was discovered that the incentive value of suc-
cess was higher with a white tester than with a Negro when
the test was described as a motor task. However, when sub-
jects were told the test measured intelligence rather than
motor skill the probability of success was lower with a
white tester.

(5) In a final experiment (1964) he and associates investigated
the effects of anticipated intellectual comparison with white
and Negro peers on the digit-symbol performance of Negro stu-
dents from a Negro college in the South. The results re-
vealed that anticipated intellectual comparison with Negro
peers produced a higher level of verbal performance than
anticipated comparison with white peers. These results were
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interpreted as further evidence that the subjective probability
of success is lower when Negroes expect to be compared with

whites.

Turning now to another aspect of the broad area of classroom effects on
student performance, one finds a voluminous literature which has as its general
orientation the idea that the classroom is a social microcosm or social system
having certain characteristics of the lamer society, the most prominent of
which is a complex set of interpersonal relationships (Kirk, 1965, p. 12). This
research has been subsumed under a number of rubrics: "student-to-student" re-
lationships, classroom "structuring," and classroom "atmosphere" or "climate,"
and has been conducted at all levels of education.?

A lareme. 000mAirip o the 14*Jetreilm are nlekeses.~.^m hay dealt

with the size of classes in relation to performance, and the available results
fail to demonstrate that either large or small classes der se are superior
(Boocock, 1966, p. 11). In his review of studies on this point, Haeachie (1962)
concludes that large classes are not inferior if one uses achievement tests as
the criterion. However, both students and teachers believe that teaching is more
effective in small classes. Rather than size per se being an important factor,
one would expect that class size in relation to teaching technique would be of
considerable significance,

Newcomb, in referring to the commonly held assumption by both faculty and
students in colleges that there is "some magic in 'student-faculty' contact"
(1962, p. 485) as reflected in such factors as small student/faculty ratios and
opportunity for frequent and personal contact with professors, argues that there
is no research evidence to support the position that intellectual outcomes vary
with the manipulation of such factors. It is his position that productivity is
a function of such factors as ability, motivation, work habits, and prevailing
norms of students and faculty.

Numerous studies of classroom structure have dealt with the social accept-
ability of the student, usually by mapping the sociometric structure of peer
groups and then relating the student's popularity of social status to his aca-
demic performance. At the elementary level the findings suggest a positive re-
lationship between social acceptability and academic performance (e.g., Buswell,
1953, Grann, et al., 1956, Quay, 1959, and Gronlund, 1959). Lavin (1965, p. 137)
questions the validity of such a conclusion since the relationship tends to dis-
appear when intelligence is controlled. Thus social acceptability may be a con-
sequence rather than a determinant of performance at this level of education.
This is an especially compelling argument if one accepts the premise that pre-
adolescents are not sufficiently autonomous to develop achievement norms

?
Throughout this chapter research at the elementary, secondary, and college

levels is cited despite the fact that the present study is restricted to high
school environments. This is done because the authors believe there are certain
factors in the various environments which have consequences for the performance
of students regardless of the age cohort to which they belong.
Coleman's research at the high school level (1961) and Wallace's et the
college level (1963 and 1964) show similar effects of the peer glkt) on intel-
lectual orientations.
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independent of teacher expectations. As a consequence their group-shared stand-
ards may be primarily reflections of teacher demands, and those students who ex-
emplify these expectations are accorded prestige by their peers.

Concerning the relationship between social acceptance by peers and scholas-
tic ability, Tannenbaum (1962, pp. 9-12) reports on a number of studies which
produced a positive correlation between the two factors. However, the relation-
ship seems to break down for the most "highly gifted" students, suggesting that
the talented students have problems of adjustment in relating to peers.

In both high schools and colleges, research on the relation between socio-
metric structure and achievement has been concentrated at the .year-in-school
level or institution level and will, therefore, be reviewed under the appropri-
ate heading below.

Research on "climate," "atmosphere," and "morale" effects of the classroom
on learning was an outgrowth of the pioneer studies of worker productivity in
industrial settings by such men as Rothliesberger and Dickson (1939). Beginning
with the studies by Lippit (1940) of the effects of different types of adult
supervision on the content of interaction in experimentally created children's
groups and continued at the college level by Deutsch (1949), these studies have
failed to demonstrate a consistent relationship between morale or cohesion of
such groups and productivity (Boocock, 1966, p. 16). Other research on the ef-
fects of group atmosphere in schools suggests that climate has its effect
through providing social rewards for certain activities, and not for others. In
turn, those activities and values which are rewarded by the group are the ones
for which there is strong competition, motivation, and achievement (Coleman,
1960). Such a formulation has some support in the educational research of soci-
ologists and psychologists which indicates that individual students tend to
adopt the scholastic norms of the m jority group (Dittes and Kelley, 1956).

b. Institutional Level Effects on Student Performance

Research at this more abstract level starts from the premise that there are
Influences on performance which transcend particular classroom effects. The re-
search effort in this area has been expended at both the high school and college
levels.

Conant's examination of the American educational system precipitated a con-
troversy with his advocacy of the large comprehensive high school (1959). Al-
though Conant lacked empirical evidence to support his argument, he based his
position on the premise that the large school can offer a more varied and rich
educational program. However, as noted by Boocock (1966, p. 19), the most com-
prehensive and ambitious study of academic achievement ever conducted in Ameri-
can high schools--Project Talent (Flanagan; et al., 1962)--has failed to pro-
duce sizeable correlations between school size and academic performance as meas-
ured by numerous achievement tests, drop-out rates, or college enrollment.
Ramstiy (1961, p. 124), in her secondary analysis of data gathered by Educational
Testing Service from seniors in a representative sample of 500 U.S. public high
schools, has shown that size of school has no appreciable effect upon the as-
pirations of the students.

Studies of the relationship between high school size and college perform-
ance also present conflicting results. Hoyt (1959) found a positive correlation

gam; --awkwiaatiousata
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between high school size and college grades when intelligence was controlled;
however, Altman (1959) found no such association. Harmon (1962) has uncovered
a significant positive correlation between high school size and the "Ph.D. pro-
ductivity" rate of graduates. Be attributes this relationship, in part, to the
superior physical facilities and teaching personnel of larger high schools.

At the college level Davis (1963), employing a sample of students from 135
institutions, found an inverse relationship between college size and student
commitment to "intellectualism." Such a finding supports the intuitive hunches
of some educators that high student achievement and intellectual commitment of
student bodies in certain small liberal arts colleges are partly attributable
to low student-faculty ratios and opportunities for students to have frequent
and personal contact with faculty.8

The pioneer longitudinal study of Bennington students conducted by Newcomb
(1943) in the late 1930's provided the primary impetus for a host of studies on
the environmental effects of institutions on a whole range of behavior of stu-
dents in both institutions of higher learning9 and high schools. He documented
the extent to which students internalized the liberal, progressive, political,
and economic values of the faculty and student body as they progressed through
their college careers.

Newcomb's work was followed in the 1950's by an impressive array of college
studies dealing with both single institutions and comparisons among various in-
stitutions. These studies have concentrated on the effect of institutional cli-
mates on academic achievement, aspirations, and values. One of the important
foci of this research has been peer group influences on student behavior. The
most protracted and intensive of these studies, conducted at Vassar, results in
a number of scholarly publications (e.g., Sanford, 1956 and 1959; and Bushnell,
1962).

The research carefully demonstrated the ways in which the stu.:ent culture
both supported and counteracted faculty influences in the areas of academic and
social behavior.

A recent study of a midwestern liberal arts college (Wallace, 1963 and 1964)
reveals the powerful influences of peer groups on graduate school aspirations and
value placed on academic achievement, with peer influences operating in apposite
directions in these two areas to increase the former and dlepress the latter.

The study of the student culture of a medical school by Hughes and associ-
ates (1962) adds further documentation to the impact of peer groups osestudent
performance and the functions of such groups in aiding the individual student
to adjust to a highly competitive and threatening environment.

011=11......1

8
As voted earlier (see p.II-8sma) Newcomb (1962, p. 485) strongly dis-

putes such a contention and cites evidence from a study at Antioch to support the
counter position) Such lack of consensus stresses the need for studies of the
effects of college size on the type of "culture" which develops and, in turn, the
effect of a given culture on different kinds of learning.

9
For an excellent overview of the work in this area, see Kirk (1965, Chapter

I).



The scholarly works of Knapp and Goodrich (1952) and Knapp and Greenbaum
(1953) paved the way for a large number of comparative studies of college en-
vironments and their effects on academic excellence. Knapp and his colleagues
discovered that it was the small liberal arts college which had high student
productivity as measured by Ph.D. rates of alumni and proportions of students
seeking graduate training.

Pace and Strn (1(45/1)i SFarn (1969), and Th4stlethwaite (1959 and 1962)
carried the above work further by attempting to measure the different environ-
mental characteristics of colleges, the sources of variations in these charac-
teristics, and the academic consequences of such variations for their student
clientele. For example, Thistlethwaite OS59) has found that the College Char-
seseeissisa Index Scales (C.C.I.) developed by race and Stern distinguish among
colleges with respect to proportions of undergraduates seeking the Ph.D. in var-
ious academic areas. Astin (1961 and 1962) disputed the conclusion regarding
the effect of different aspects of college environment on student achievement
after purporting to demonstrate that within types of colleges such differences
are not maintained when student "input" factors such as sex-ratio, ability
level, and field of concentration are held constant. it would seem obvious
that student input factors and institutional environments interact to produce
variations in academic behavior of students. That is, outstanding institutions
attract high calibre students, who in turn contribute to and reinforce those
aspects of the campus environment which are conducive to intellectual conmitment
and high achievement.

One of the principal foci of research on factors in the high school environ-
ment which affect achievement is the peer group or adolescent subculture. Sev-
eral of the studies have dealt only with segments of a school population, others
with an entire school, and some with comparisons of the systemic effects in sev-
eral schools.

Studies of the first-mentioned type, relying primarily on sociometric tech-
niques, have produced variable findings with respect to the influence of peer
group popularity and grade performance. For example, Edminston and Rhoades (1959)
and Ryan and Davie (1958) found a small positive relationship between student pop-
ularity and grade performance, but there is some question whether the relation-
ships are independent of ability level (Lavin, 1965, p. 137). A third study un-
covered a curvilinear relationship between the two factors (Keisler, 1955).

Two of the more notable attempts to analyze the social system of single
schools are Hollingshead's study (1949) in a small Illinois community in the
1940's and Gordon's investigation (1957) in the 1950's of a slightly larger
school (600 students) located in a suburban Indiana community with a hetero-
geneous class structure.

Hollingshead's study concentrated on the relationship of a variety of stu-
dent behaviors in the school setting to the class structure of the community,
revealing the extent to which both the school staff and the student social
structure reflected and reinforced that of the larger community. He stressed
the extent to which educational aspirations, dating behavior, clique membership,
and involvement in extra-curricular activities were a function of the student's
family background. He also purported to show that teachers gave preferential
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treatment to students of "privileged" backgrounds, thus involving particular-
istic rather than universalistic criteria in their relations with adolescents.

Bidwell (1965, p. 980) argues that Gordon's study of "Wabash High" is the
most comprehensive and detailed study of a school society yet completed. Gordon
provides a wealth of insights with supporting data on teacher-student relation-
ships, the adolescent subsystem of the school, and the consequences of partici-
pation in this system for the student. He found that the most important cri-
terion for boys' status was participation in athletics, and for girls the cri-
teria were clothes, "personality," and puritan morality. Among both sexes, in-
tellectual commitment contributed very little to enhancing one's prestige.
Prestige in the student structure to some extent did depend on conformity to the
teacher's demands because of teacher authority with respect to dispensing grades.
However, the student subculture rewarded achievement primarily because it was a
requisite for participation in the extra- curriculum,not because of any intrinsic
value placed on learning. Thus the overall effect of the adolescent social sys-
tem was to focus the student's interests on matters removed from education- -more
specifically, from intellectual pursuits.

Wilson (1959), studying the peer group norms of boys in eight different
West Coast high schools, has shown that the "value climate" of such groups af-
fects academic achievement and aspirations, occupational choice, and even polit-
ical preferences of individual students. These contextual effects were main-
tained when personal and social background factors were controlled. His find-
ings regarding climate effects on educational aspirations have been corroborated
by Michael (1961) and RamsOy (1961) .

Turner (1964), in an attempt to understand the social context in which am-
bition develops, studied the effects of family background, neighborhood, and the
socio-economic context of the high school on educational and occupational ambi-
tion of high school seniors in Los Angeles. He found that the socio-economic
context of the school was almost as important as family background in accounting
for variation in ambition. Most recently, Boyle (1966), in attempting to account
for some contradictions in earlier studies,has investigated the effects of the
socio-economic context of the high school on the educational aspirations of fe-
male seniors in seventy high schools of western Canada. He discovered that the
social composition of the student body has an important effect on individual as-
pirations, but the influence is stronger in large cities than in small commrni-
ties. His results further indicate that a partial explanation for this dif-
ference is the greater success of metropolitan high schools in developing the
aptitude of students; however, occupational or social class values have no ex-
planatory power.

Tannenbaum's study (1962) of the values high school students place on in-
tellectual ability and achievement relative to athletics yields some meaningful
insights on the consequences of the peer group culture. Concentrating on elev-
enth grade students in a predominantly middle-class Jewish school in Brooklyn,
he presented subjects with brief profiles of eight hypothetical students ob-
tained by combining three sets of dichotomized attributes--athletic vs. non-
athletic, studious vs. non-studious, and brilliant vs. average--and asked them
to rate each of the eight on fifty-four desirable and undesirable character
traits. The primary analysis involved a comparisons of the average global scores
on the fifty-four traits for each of the eight fictitious students, using a
three-way analysis of variance design.
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Some of Tannenbaum's more important findings are (p. 68) as follows:

(1) Athletic mindedness was rated much more desirable than its
absence. The four hypothetical students who stressed ath-
letics received higher mean scores than the non-athletes.

(2) Neither brilliance nor studiousness per se was devolved by
the students since the s imul'is characters stressing either
or both of these characters who were sports-minded received
high mean scores. However,,when the hypothetical student
poesessed either or both of these attributes without being
sports minded he received a low average social acceptability
rating.

(3) Girls favored non-studiousness and athletic mindedness more
than did boys.

(4) The image the students had of each of the eight characters
was not influenced by the subjects' I.Q. or parents'socio-
economic background.

The import of Tannenbaum's study is best summed up in his own words:

"... these results suggest that academic brilliance in
and of itself is not a stigma in the adolescent world.
However, when it is combined with relatively unaccept-
able attributes, it can penalize its possessor severely.
The non-studious athlete may demonstrate outstanding
brainpower without fearing social derogation by peers;
but a display of brilliance by one who is studious and
indifferent to sports constitutes a definite status risk.
The implied impression is that the brilliant student is
an exceptionally prominent target for teen-age pressures
to conform to certain behaviors and values. If so, there
is danger of his deliberately masking his talent to re-
lieve these pressures" (p. 69).

Coleman's research on tan midwestern high schools (1960 and 1961) has re-
vealed the pervasive influence of adolescent social systems on student academic
values and performance and on their social behavior. Since the present study
represents a further development of his work, a detailed review of his more im-
portant findings is in order here.

In each of the ten schools, Coleman found that scholastic achievement was
less valued by the student bodies than other activities. For boys, athletics
was most highly valued, and for girls.to premium was placed on 'being popular"
and "being a leader in extra-curricular activities." Perhaps of even ore sig-
nificance is the finding that students of high sociometric status were less fa-
vorable toward being remembered as a brilliant student than the various student
bodies as a whole. This was the case despite the fact that these "elites" came
from higher socio-economic backgrounds and were likely to have college plans.
A further comparison of the orientation of elites with that of non-elitea re-
vealed a number of important differences. Hale elites were more likely to



participate in athletics, to prefer to be a nationally famous athlete and be

remembered in school, as a star athlete, but were less likely to want to be re-

membered as a brilliant student. Girl elites were more likely to be partici-

pants in extra-curricular activities and less likely to choose the brilliant

student image. In sum, the elites placed less positive value on scholastic

success than did the non-elites.

The criteria for status in the adolescent social systems were determined

for boys by comparing those chosen as "best athletes" by their peers with those

chosen as "best students." For girls, the criteria involved comparing those

chosen as "best students" with those selected as "being most popular with boys."

The comparisons revealed that "athletes" were more likely to be elites than were

"scholars"; similarly, "popular" girls were much more likely to have high status

than were "scholars."

"Brilliance" was not highly valued in the most upper - middle - class subur-

ban school (ranked 7th in the 1(1 schools). This was true despite the fact that

a greater proportion of the parents of these students had attended college than

in any other school and despite the fact that a higher percentage of the students

were planning to attend college. Furthermore, the elites in this school placed

less value on being remembered as a brilliant student than did the elites or stu-

dent bodies of the other nine schools.

One of the most significant contributions of Coleman's work is the demon-

stration of how the content of peer norms affects both. academic performance and

values regarding intellectual activities: Those schools in which grades were an

important criterion for social status were the ones in which students of high

ability were most motivated to academic achievement.1° That is, students of

better than average intellect were motivated to achieve when they received social

rewards from their peers. Otherwise, their talents and energies were invested in

non-scholastic activities. Thus, Coleman's findings suggest that adolescent so-

cial systems channel the energy of teen-agers in certain directions and divert

it from others. In many schools these systems apply a set of rewards and punish-

ments which give support for athletics and extra-curricular activities and dis-

courage intellectual activities.

Coleman's work has attracted a great deal of attention, both favorable and

unfavorable. A basic point in his research involves a proposition which has

created considerable controversy among social scientists devoted to the study

of adolescent behavior. This is the notion of the existence of a youth culture.

Prior to Coleman's work, a limited number of researchers strongly disputed the

existence of such a phenomenon, arguing that the idea was nothing inure than a

myth (Elkin and Watley, 1955). Using data collected in a Canadian suburban

community, Elkin's and Westley's study revealed a minimum of parent adolescent

conflict and a continuity of socialization reflected in close and warm relation-

ships between parents and children. A number of reviewers have questioned their

10In this connection Lavin (1965, p. 217) comments that the inconsistency

in findings in the literature regarding the influence of the peer group on stu-

dent performance might be attributed to the failure of many studies to investi-

gate status in the peer group in terms of the particular value systems defining

norms.
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conclusions (e.g., Jahoda and Warren, 1965, Boocock, 1966) since the data were
obtained from only a very small sample of subjects in an atypical upper-middie
class suburb of Montreal, Canada.

Coleman's thesir, in the Adoleecent Society is a direct contradiction to
that of Elkin and Estley; he argued, based on his findings, that adolescents
constitute a small separate society, with its participants having most of their
interactions within the peer group aad maintaining only tenuous connections with
the adult world which are conflict-laden.

Coleman's claims have been disputed on the grounds that he tends to base
much of his argument on statements of assumption or appeals for agreement and
that'he fails to take into account evidence which he himself presents which
contradicts such an argument (Jahoda and Warren, 1965, p. 142). They cite
Coleman's position as merely one example of a tendency among many social sci-
entists to presuppose the existence of a youth culture while lacking conceptual
clarity about the term, which in turn has led researchers to select data to sup-
port their biases. They see the entire controversy as a pseudo-problem which is
a consequence of researchers' error of reifying the term "adolescent sub-culture."
Their plea is for researchers to view the term as nothing more than a concept
which can lead to fruitful research if it does not exclude other conceptual
guides. Thus, their argument goes, adolescents should be considered as an age
group which can be usefully studied from the point of view of what they have in
common,as well as from the point of view of what they share with the larger so-
ciety.

Epperson (196) has also questioned Coleman's claim by presenting contra-
dictory evidence based on data he gathered from students in a large comprehensive
high school in a medium-sized city using items from Coleman's original quesion-
naire. Epperson also gathered data on pre-adolescents in the same community to
test the hypothesis that if adolescents have a distinct subculture, there should
be a decided difference between elementary and high school students in the ex-
tent to which they are concerned over the disapproval of their parents. His re-
sults indicate that adolescents are more concerned about parental disapproval of
their behavior. Epperson concludes that the notion of a distinct adolescent so-
cial system needs to be qualified to take account of the student's attachment to
his family and the nature of the decision-making situation (p. 96). He presents
an argument similar to Jahoda's and Warren's, namely, the need for a conceptual
scheme which takes into account the multiple loyalties of the adolescent and the
relation of these loyalties to specific situations.

Gottlieb and Reeves (1963), attempting to clarify the notion of the ado-
lescent cultures conducted a poll of approximately twenty experts on adolescent
behavior to elicit their views on the existence of an adolescent culture and the
criteria they would employ in evaluating the validity of the concept.11 The ex-
perts were asked to give their views in relation to the polar positions of Coleman
and Elkin- Westley. Gottlieb and Reeves report that these researchers generally
support the notion but there is some hedging and disagreement as to how it func-
tions, the most appropriate approaches to studying it, just how important its:.

11
The results of this poll are summarized in Gottlieb and Ramsey (1964,

pp. 29-33) .
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influences are on individuals relative to the other institutions of society, and
how is it different from other age groupings. For Gottlieb and Reeves, the criti-
cal problem is how involvement in and commitment to the peer group influence the
behavior and belief systems of the adolescent.

In the present research the writers will accept the caveat of Jahoda and
Warren and attempt to follow the prescription of Nuzafer Sherif (as reported in
Jahoda and Warren, 1965, and Gottlieb and Ramsey, 1964) which seems consistent
with that of Epperson discussed above. Sherif's position is that the researcher
should approach the study of adolescents (1) in terms of specific social situa-
tions (2) concentrate on the distinctiveness of the status and norm systems of
the peer groups to which he belongs and (3) determine how these peer groups'
norms and values are linked to those of the adult society.

McDill and Coleman (1963 and 1965),employing a longitudinal design, have
substantiated Coleman's earlier findings regarding the influence of adolescent
peer groups on academic behavior. Utilizing a freshman-to-senior year panel
analysis in six of Coleman's original ten schools, they were able to assess the
interdependent effects of achievement orientation and status in school upon plans
to attend college (1963). One of their major conclusions is that high status
students gain an interest in attending college because of the social activities
it entails and not through an interest in academic achievement.

In the second study (1965) they documented the increasing effect of peer
group influences on educational aspirations from the beginning to the end of the
high school career and how such socializing effects can counteract those of family
background. This latter study also revealed the differential impact of family and
peer group influences in school contexts where the intellectual climates varied.

Unresolved Problems Toward Which Present Study is Directed

Two important questions which are unanswered in the literature discussed
above are the foci of the present investigation.

First, is the question of the effects of global factors in the school en-
vironment on the academic behavior of students. The review of the literature
in this ehapter certainly leads to the plausible conclusion that the environment
of the high school is a powerful force in shaping the academic aspirations, ori-
entations, and achievement level of individual students. However, the review
also clearly indicates that most of the research on the effects of specific as-
pects of educational climates has been conducted at the tertiary or college level
with investigation in high schools somewhat neglected Mem, 1965, p. 679).
Boocock (1966, p. 41) summarizes most succinctly the state of knowledge in this
area and what is lacking:

"On the level of the whole school and its surrounding coms.
munity, the research evidence indicates that certain types
of eavironments--namely those in which intellectualism and
academic achievement are positively valued--are productive
of learning. The trick here is to understand just what
combinations of individual and system characteristics pro-
duce various intellectual climates, and there are still



11-17

some basic problems of measurement to be resolved. It is
also clear that the characteristics, interests, and ex-
periences children bring with them to school affect their
behavior there, and thus if one looks only at the school
itself, one cannot fully understand learning differences
among children."

The research presented in this report represents an attempt to help fill
this gap by concentrating on three interrelated problems:

(1) Systematically measuring a number of dimensions of educational
and social climates of high schools.

(2) Demonstrating the academic consequences of these climate di-
mensions for individual students exposed to them, by holding
constant relevant personal and background factors of the stu-
dents. Such an approach involves separating what is known as
"structural" effects from individual effects (Blau, 1960).
Measures of three different categories of academic behavior
will be investigated in the analysis- - educational plans, in-
tellectual orientations, and academic achievement.

(3) Investigating the sources of variations in these school cli-
mates by introducing into the analysis factors from both the
larger community and the formal organization of the school.

As noted in the preceding chapters this primary focus of the research takes
as its point of departure the results reported in The Adolescent Society,
(Coleman, 1961) differing, however, in several ways. First, it is concerned with
both more comprehensive and more specific aspects of the school environment than
those employed by Coleman. As noted by Bidwell (1965, p. 992), researchers have
concentrated too much on the student society, ignoring the teacher colleague
group and the degree of social integration of the two components in the
school society. Such a criticism applies to Coleman's original work which fo-
cused primarily on the student social system of the school. As pointed out in
the preceding chapter, in investigating variations in dimensions of climates
across schools, specific global characteristics (both academic and social) of
the relationships among students and between students and staff are included in
the present study. In addition, the extent to which the student social system
rewards academic performance and intellectualism, as opposed to extra-curricular
or even anti-school activities, and the extent to which these shared norms and
values are integrated with those of the faculty are considered.

Secondly, in the present study schools have been sampled more strategically
than in the previous research, both to overcome the regional bias and to include
schools with more variation in their climates and their level of academic per-
formance. In order to meet these criteria schools have been selected which vary
in terms of several social contexts--geographical region, size of school, social
class composition of school and community, type of community (e.g., suburban
"bedroom," college town, and large city), and ethnic composition of schools.

Thirdly, in an exploratory yet fairly exhaustive manner, the authors at-
tempt to investigate more completely the sources of variations in educational
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and social climates of schools than did Coleman. The factors considered here as
possible sources of school atmosphere fall under two broad headings:12

(1) community characteristics--a) availability of cultural resources
such as libraries, museums, art galleries, and community theatre
b) socio-economic resources of community and their investment in
the school such as average per-pupil expenditure, average salaries
of teachers, ancin-ecnnnmic context of the geographical area served

by the school and socio-economic context of the student body c) de-
gree of parental and community interest and involvement in the aca-
demic quality of the school.

(2) organizational properties of the schoolfacilities and curricular
characteristics such as average size of classes, educational level
of faculty, policies on acceleration, provisions for advanced
placement in college, and homogeneous grouping of students by
ability.

There is clearly a lack of understanding of the sources of variations in
educational environments, and this lacuna is a most important problem since from
the perspective of social action,educators have to understand the sources in or-
der to modify their effects.

Hopefully, the results emanating from the investigation of the three inter-
related problems just discussed can provide some useful information to educators
searching for answers to a critical question of policy: How can the formal and
informal organization of schools be manipulated to encourage academic and in-
tellectual commitment on the part of students?

The secondary focus of the present study involves a problem which the above
review of literature reveals has been ignored almost totally by social scientists.
This is the problem of measuring the relative effects of specific dimensions of
the school environment on the academic behavior of Negro and white students in
integrated settings. Thus, the objective here is to conduct an analysis to de-
termine if the educational and social climates of these high schools are related
to individual factors which can account for variations in the educational plans,
intellectual orientations, and academic achievement of Negro and white students.
This phase of the project is designed to permit comparisons between and within
races, using respondents who are individually matched within schools on a number
of relevant personal and family background variables.

In the twelve years since the Supreme Court made its decision on school
segregation there has been growing public recognition that both de jure and de
facto segregation have deleterious educational consequences for Negro students.
However, there is lacking systematic empirical evidence on the specific ways in
which the complexity of factors in the integrated school environment influence

12_
many of the community and school properties listed have been suggested or

assumed by researchers and educators as having an effect on the academic "out-
put" of a school. For a summary of the literature in this area the reader is re-
ferred to Boocock (1965, pp. 37-40).



the academic behavior of Negro students relative to whites of comparable back-
ground and ability. The extension of the larger project into this area should
make some contribution toward understanding how the high school can motivate
students of both races to fulfill their academic promise and thus reduce the
loss of talent which is widespread in American schools.

Although this extension is related to the objectives of the larger study
(e.g., both the climate measures and the dependent variables are the same) it
is a separate research prn111°211, Th" coupled with the fact that it is impc:rtitat
to keep the complex analysis of data as simple as. possible, dictates that the
two problems be presented separately in the chapters which follow. Consequently,
the original issue of determining the effects of the scheta environment on the
academic behavior of individual students in all twenty high schools will be pre-
sented first. This will be followed by a presentation and interpretation of re-
sults relating to the extension of the project into the area of situational de-
terminants of the relative performance of Negro end white students of comparable
background and ability.
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Chapter III

METHODOLOGY OF THE STUDY

Selection of the Sample of Schools

The original design for selecting schools and that actually employed in the

study differ considerably. The design called for a total of twenty schools to be

investigated. The substantive problem as first conceived was to examine the edu-
cational and social environments of public coeducational high schools with high
levels of achievement, relative to their input (factors such as I.Q. and socio-
economic background), compared with those in which students achieve less than
would be expected from their input. A very difficult problem was faced in this

connection: There are only a limited number of sources of data on the achieve-
ment level of high schools on a national scale, to say nothing of the problem of
data on scholastic aptitude and socio-econamic composition of student bodies.
However, one excellent source of both input and output of high schools appeared
to be in Project Talent, the largest and most comprehensive inventory of the in-

tellectual resources and achievement of American youth ever undertaken. These

data are from the administration of a two-day battery of tests* and questionnaires
to 440,000 students in a representative sample of 1,353 secondary schools. How-

ever, when the authors contacted the staff of Project Talent in the fall of 1963

about input and output measures for their schools which would permit the selection
of twenty high schools according to the criteria outlined above, the Washington
Office of Project Talent refused to make available any data on their sample of
schools on the grounds that it would violate the guarantee of confidentiality
given to each school participating in their survey.

Both Natioaal Merit Scholarship Corporation and Educational Testing Service
were teen approached to see if either had input and output measures on large num-

bers of high schools. Although both organizations were very receptive, neither

had the required data available.

With the potential sources of precise input and output measures for a large
number of high schools exhausted, the substantive focus of the research shifted
to that described in Chapters I and II, namely, to assess the influence of the

educational and social climates of schools on the academic behavior of individdal
students while controlling relevant personal and family background variables.
Stated differently, the objectives were to measure school contextual effects on
students' intellectual orientations, aspirations, and performance and then at-

tempt to explain some of the sources of such contextual variation. These objec-

tives required that an effort be made to select schools which varied according to
both the independent and dependent variables, that is, school climate and academic

performance. Thus a much less precise sampling design than the original was em-

ployed, one which required the selection of schools in several stages. The first
stage involved choosing a large number of schools which varied by geographical

region and academic performance from which the final sample of twenty schools
could be selected.

Data for constructing one rough indicator of the output or academic perform-
ance of high schools at the national level were found in the Office of Scientific
Personnel of the National Academy of Sciences-National Research Council. For a



111-2

number of years this agency has maintained records of all third-level research
degrees granted by U.S. universities. Since 1957 these data have been obtained
by a questionnaire completed by the recipient of the degree and forwarded to the
Office of Scientific Personnel by the degree-granting institution (Harmon, 1962,

p. 72). One item of infermation the questionnaire contains is the name and ad-
dress of the high school from which the recipient was graduated. Dr. Lindsey
Harmon, Director of Research at N.A.C. hat been carrying out intensive research
for some time on the factors which influence the career decisions of students
seeking research degrees. Dr. Harmon was contacted, and he kindly consented to
provide a list of the high school backgrounds of all Ph.D. and Ed.D. recipients

for the period of 1957-62. This list, obtained in December, 1963, made it pos-
sible to compute a "Ph.D. productivity rate" for all U.S. high schools which was
used as one crude indicator of the academic output of high schools. The follow-
ing formula was used to compute the Ph.D.' productivity rate for all U.S. high
schools, using third-level research degree recipients for the above-mentioned
seven-year period.

Total No. of Ph.D. and Ed.D.

Ph.D. Productivity Index for a High School
2

=
recipients for 1957-62

Effective Size of Graduating
Class for 1951

where effective size of graduating class for 1951

Total No. of Boss Enrolled is the School in 1951
Total No. of

.9 x
Total No. of Students Enrolled in the School in 1951

x Graduates in
1951

Total No. of Girls Enrolled in School in 1951
Total No, of

.1 x x Graduates in
Total No. of Students Enrolled in the School in 1951

1951

In the above formula the adjustment in the actual size of graduating class
to an "effective size of graduating class" is necessary because the likelihood of
a male high school graduate' receiving a Ph.D. or Ed.D. is roughly niue times as

1
The reader should keep in mind that all third-level research degrees, that

is both Ph.D. and Ed.D.'s, are included in the computation of output for schools.
However, in the interests of brevity the term "Ph.D. productivity rates" will be
used in the discussion. welch follows.

2
The writers are indebted to James S. Coleman for suggesting this formula.

This ratio is quite similar to the well known measure of Ph.D. productivity of
undergraduate institutions by Knapp and associates (Knapp and Goodrich, 1952,
and Knapp and Greenbaum, 1953)--the ratio of alumni who receive the doctorate to
the total number of Baccalaureate recipients from the undergraduate institution.

741T197.04-r7177.7T
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great as that for a female.
3

Thus, the term "effective size of graduating class,"
used as the denominator in the term to compute the Ph.D. productivity rate of a
high school, standardizes the sex-ratio of the schools.

The number of graduates and enrollment figures by sex for high schools in
19514 was used as the base because these figures come closest to representing the
estimated average date of graduation from high school for Ph.D. or Ed.D. recipi-
ents during the period 1957-62. As noted by Harmon (Harmon, 1962, p. 76), for
all doctorate holders the average length of time between graduation from high
school and receipt of the highest degree is fourteen years. Thus, it would have
been more appropriate to use enrollment data on high schools for the year 1945
(the estimated average date of graduation from high school for doctorate recipi-
ents in 1959, the median year for the period 1957-62). However, enrollment fig-
ures by sex and number of graduates were not available for U.S. high schools for
this date, necessitating the use of published data for 1951.

Obviously, the Ph.D. productiVity rate of a high school as defined above is
lacking in numerous respects as a measure of the school's achievement level or
output. An immediate criticism of the measure which comes to mind is that one's
high school experiences have little effect on whether one receives an advanced
degree some fourteen years later. This is the "proof by juxtaposition" fallacy
of comparing two sets of data widely separated in time to explain each other with-
out considering the multitude of factors which intervene to affect the decision
to seek the advanced degree, for example, the type and quality of undergraduate
institution the student attends after graduation from high school. The most ap-
propriate response to such a criticism can be obtained from Harmon's extensive
research (1962) dealing with the effect of high school experiences on career de-
cisions. He shows how the choice of eventual specialization at the doctorate
level is to a considerable extent dependent on high school experiences such as
courses available, courses taken, and grades achieved in high school,as well as
indirect indicators in the saeol environment of the collective attitude toward
intellectual attainment. Harmon's conclusion from his research offers the best
defense against such a criticism: "The present study suffices, however, to dem-
onstrate conclusively that there are definitely identifiable factors in a person's
high school experiences which are related to the choice of a professional career
many years later" (p, 81).

E highly justified criticism of relying primarily on the Ph.D. productivity
rate of a high school as an indicator of its achievement level is that the qual-
ity of the institution could change drastically between the time doctorate re-
cipients were high school students and the time they received the advanced degree.
Anyone familiar with the high rate of geographical mobility of the American popu-
lation is aware of the "flight to suburbia" of its more affluent segments and the
deleterious effects such migration has had on the school systems of many large
urban centers. Such was the case with certain high schools which had high Ph.D.

emeamommMm.......mowitow....www~....Wwwwwwwwlummrmemerm,oramemblimirmamasCalaw

3
Personal communication with Lindsey Harmon.

4
These data were obtained from the Director of 52.c91tIlur Sehools

1951-52, U.S. Department of Health, Education, and Welfare, U.S. Government
Printing Office, 1954.
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productivity, making it necessary to have informants who were familiar with the
schools which were considered for inclusion in the sample.5

Another cogent criticism of relying on the Ph.D. rate of schools as an in-
dicator of their achievement levels is that the measure includes only one type
of intellectual attainment and ignores a host of achievement in other areas, such
as medicine, law, the performing arts, and the business world. Although the au-
thors lack any evidence to support their argument, it is their belief that in-
stitutions which, have high Ph.D. rates also have disproportionate numbers of
graduates who achieve eminence in other professional, technical, and kindred areas
as well as in the managerial and executive areas.

The three criticisms just cited are sufficient to indicate the tenuity of
relying on the Ph.D. rate of high schools as the only device for drawing the
sample of schools for study. Thus, the Ph.D. rates of schools were used as a
screening device in the first stage of selecting the sample of twenty public
high sOlools.6 The Ph.D. rate of schools was checked against another crude, yet
up-to-date, output measure of schools--the total number of semi-finalists the
schools had in the National Merit Scholarship Qualifying Test for the four year
period 1960-64. Just as the Ph.D. rates of high schools are inadequate as a
measure of the student achievement, so are the number of National Merit semi-
finalists.7 Nevertheless, using the Ph.D. rate of high schools in conjunction
with the number of National Merit Semifinalists provided a more up to date and
reliable criterion for initially selecting schools than using either of them
alone.

-111111

5
One of the twenty schools included in the final sample, a former intellec-

tually elite high school with a large number of doctorates among its graduates,
is an example of a high school which had not maintained its academic excellence
Conversations with an educator who was familiar with the quality of the school
alerted the investigators to the change in the school. Thus, despite the fact
that the school had a high Ph.D. productivity rate it was included in the sample
as a school which was expected not to have a climate highly conducive to intel-
lectualism and achievement.

6
1n fact, five of the twenty schools selected in the final sample were

opened after 1955, meaning that they had no Ph.D. rates. This fact underscores
the authors' point that Ph.D. rates were merely an aid in the early stages of
choosing a sample.

'The National Merit Scholarship Corporation in its annual publication,
Semifinalists in the Merit Pry, which gives the names of all semifinalists
by high school, strongly emphasizes that the effectiveness or academic quality
of a school cannot be judged by the number of semifinalists it has. In the
peesent context the number of semifinalists for a school is not a dependable
measure of output for a variety of reasons,some of which are: certain high
schools permit only a select few of their juniors to take the exam, while others
as a matter of policy give the test to the entire junior class; the number of
semifinalists in each state is set by a quota based on the high school population
of the state; and all selections are made on an individual state basis.
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After selecting a number of schools for possible inclusion which varied by
both output and geographical region, the second step in selecting the sample of
twenty was to choose schools according to diversity of educational and social
climates. Obviously there was no published source of data on school climates;
consequently, it was necessary to choose schools varying on factors which would
hopefully relate to variations in climate. The characteristics chosen were
(1) size of community (2) socio - economic composition of community (or area serv-
ing the school in those cases where the community had more than one high school)
(3) ethnic composition of school (4) type of community (e.g., old suburban, new
suburban, college town, single high school town, medium-sized city, and large city)and (5) size of school. Data on these school and community characteristics were
obtained from census data and the Director! of Public Secondary 2gy Schools 1958-59,U.S. Department of Health, Education and Welfare, Office of Education, 1961, for
ill schools initially screened by the Ph.P productivity and National Merit Semi-finalistc criteria Thirteen schools having high levels of output (as defined byPh.D. rates and numeer of National Merit Semifinalists), which were located in
several different geographical regions and which varied according to the five
demographic and social characteristics just mentioned, were selected in January,
1964, in hopes of (attaining cooperation from ten of the schools. The plan was to
pair with each of the high achieving schools a second school in physical prox-
imity (i.e., within fifty miles in the same state) which was similar in terms of
the above five demographic and social characteristics but having lower academic
output. It was necessary to have each pair of schools in physical proximity inorder to minimize the costs of data collection. It was also important that the
schools be somewhat comparable on the given demographic and social character-
istics--especially socio-economic composition of area served by the school--in
order to crudely control input measures. Otherwise, any differences in achieve-ment level of student could be almost totally a function of students' socio-
economic backgrounds.° Using volumes from the :960 census and the Director! of
Secondary Day Schools, 1958-59, a minimum of two alternate schools, which had
lower levels of achievement, were chosen for each of the thirteen high achievingschools. The intent of this lenFthy procedure was to obtain ten pairs of schools
which would comprise the sample.

8
As tabular evidence to be presented below will show, the two schools ineach pair are not precisely matched on demographic and social factors. However,

it was important that the schools have some semblance of comparability on these.
characteristics in order to investigate the effects of educational environment
on the behavior of students. For example, it would be ludicrous to attempt acomparison of the effects of school climate of a predominantly Jewish high school
with those of a de facto segregated Negro high school on the academic perform-ance of individual students.

9
Data on the doctorate productivity of all U.S. high schools were received

from Dr. Lindsey Harmon on December 9, 1963, From that time until early Febru-ary, 1964, the first two authors, with the aid of en I.B.M. 7094 computer, de-
voted almost full time to selecting a tentative sample of schools to contact,Whether the two months required to select the sample is an indication of thedifficulty of the problem or a tribute to the incompetence of the researchers isleft to the judgment of the reader. Regardless, the problems of selecting asample of schools which were encountered in this study certainly point up theneed for up-to-date comprehensive and rich statistics on educational institutions
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The third stage of selecting the sample was then begun. This was to obtain
information about both the achievement level and educational climates of schools
from persons who had firsthand knowledge of the institution. For certain schools
these informants were alumni,and for others they were officials from the systems
in which the schools were located or officials from nearby systems who had con-
siderable knowledge of the institutions.1° On the basis of information from
these persons the sample of tentative schools was revised. For example, as noted
in footnote 5 above, one of the sctools which was initially chosen as having high
academic output was discovered to no longer be of such high academic quality, and
it was paired with a recently opened school from the same system which was por-

trayed as being an academically elite institution.

As a result of a chance conversation with a Johns Hopkins undergraduate, a
pair of schools was chosen neither of which had a high level of achievement. The

student was ail alumnus of one of the two schoolss-a new school which had been in

operation only six years. His alma mater had a student merit program -.a program
which gives the members a great deal of autonomy and reeponsibility,11 and the
authors were interested in including this school to try to measure the impact of
the student merit program on the school climate.12 The school which was paired

with it was in a nearby town, and the community which had the new school with the
merit program had sent its students to the paired school until overcrowding re-
quired the opening of the new school in 1958. The two schools were quite similar

at the national level. To cite one example of the many- problems faced as a lack

of reliable statistics on schools: One of the schools selected had, in 1959,

four grades and 1,276 students. When the school was contacted it was discovered
that it had an enrollment of 2,442 and only three grades. Fortunately, some
steps are now being taken to provide reliable statistics on U.S. schools. For
example, the Research and Development Center for the Study of Individual and Cul-
tural Differences in Education at Harvard University, in cooperation with the New
England Education Data Systems, is now in the process of establishing an educa-
tional data bank on pupils in the New England region Bapefully, such agencies
will flourish in the near future to provide a national census in education. Such

a fund of data would be an invaluable tool to researchers attempting to conduct
systematic research in education.

10
The authors were fortunate in locating a number of these alumni. among Johns

Hopkins undergraduates and graduate students.

11
For example, students selected for the program are given considerable lati-

tude in how to spend their school day, making adjustments in their c/aes schedule
according to interest. The program was not the sane as that in many high schools
which extend to honor students and/or seniors spec as privileEea. Ctudents are
selected for membership in the program not on tlle haeis ok scholarship but of the

basis of maturity and responsibility. A complex rroceduee is used by a student-
faculty committee to screen all prospective member. s.

1 .

2This special problem has not been investigated as of thie date. Including
it in the plan of analysis at the tiros the sample was selected reflects an over-
optimism on the part of the inveatigators, Nevertheless, the inclusion of the
two schools is justified since they added to the heterogetteity of the sample in
terms of socio-economic and ethnic composition of students, achievement level of
schools, and school clirates.
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with respect to demographic and social characteristics. the selection of these
two schools for inclusion and their immediate agreement to participate in the
study reduced the number of schools required to eighteen.

On the basis of information obtained frcm alumni and various school offi-
cials familiar with the thirteen academically elite schools, four of them were
rcmavaa from r.rpn=4dorafInnz Thin 1pft nply nine. high-producing gehnntg fot

possible inclusion, which meant that all of them and their paired schools would
have to accept if data on twenty schools were to be obtained in the spring of
1964--the date set for completion of data collection. The nine high - achieving

schools were immediately contacted by letter followed by phone, and eight of
them quickly consented to participate in the study. Unfortunately, the one
which refused to cooperate waited approximately six weeks before reaching a de-
cision, making it impossible to select a substitute and fit it into the tight
schedule of data collection for the spring of 1964. As quickly as each of the
remaining eight schools with high output consented to being studied, the school
with which it was paired was contacted. Fortunately, all eight of these lower
achieving schools were highly cooperative and immediately consented to partici-

pate. However, in early April one of the eight elite schools reneged on its
earlier agreement only two weeks prior to the date set for collecting data.
Thus, data were obtained on seventeen schools in the spring of 1964, three less
than the number required.

One year later, in the spring of 1965, the three additional schools were se-
lected and studied, completing the sample of twenty public. comprehensive schools.
One of these three schools was chosen as a replacement for the high-achieving
school Which had cancelled the previous year. It is an academically superior re-
gional school opened in 1?56 which serves two contigious communities. The other

two schools, in the South Atlantic region, were chosen as a pair. Both schools
are new schools, in the same school system which is located in a metropolitan
area of approximately 335,000 people. The school which was chosen as the high
achieving school is a public experimental high school opened in 1963.13 At the
time data were collected the school had freshmen, sophomores, and Juniors. Its

first class was graduated in August, 1966.

The institntioa has a number of unusual fa &tures which diatir.vii0 i from

more traditional. echools:

(1) A trimester eystem of 220 days anpually.

0) A. conirthouL progrear; L:Irrtculufal where otvdents advance at their

owiL rete.>

(3) A cla5s steadul4A of four perilas of aeventy minutes' duration for
each subjeo_ zti01 team teaching no-.4 iA many courses.

(4) A curricultmu whicfi includes .9:dvanced math and zcience eoures

fi7e different foreign languages.

1,7ROMMAIIC....C.IR,419.0.......INO.....eaSMANINIMMIC....47,..1M =WA ANIMI.IMPIR-.

13
James S. Colman suggested the incl..,sion 1%.f this school in the sample.

Professor Colonan a.aa familiar with the academic program of the school as a re-
sult of his role as consultant on the estatlishment of academic gamey am an la-
tegral part of the school's carriculum.

40,,WFTMOZIAMT.,111PWIPM^.4...4T. , rx,r,,,--.elow 01, "rerprw;-14
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Obviously, such a school is devoted primarily to college preparatory ob-

jectives. All students are required to take English, mathematics, science, a
fore-lp language, and a technical science each year. However, the school is com-
prehensive (that is not strictly college preparatory) in two senses. First,the

curriculum is highly flexible in that students are not promoted to a new grade

each year. Instead, the student progresses through a series of achievement
levels in each subject area, and-the speed of his advancement depends upon abil-

ity and motivatioa.14 secondly, the school has a considerable number of elec-

tive courses which are not college preparatory, such as typing, home economics,

mechanical drawing, machine shop, and art.

The school which was paired with the experimental school was also opened in

the fall of 1963; hewever, it had only 9th and 10th graders enrolled at the time

the data were-gathered in contrast with 9th, 10th, and 11th graders in the exper-

imental school. It is comparable to the experimental school in one respect--it
draws its student body primarily from the middle class residential area of the

community wheze a sizable proportion of the students from the experimental school

reside.

To summarize the selection of the twenty schools: they were chosen in three

stages using estteria which are not highly precise, yet criteria which hopefully

wonld yield schools varying in terms of academic performance, educational climates,
demographic and social characteristics, and region of the country. Table II1-1

presents data on the five demographic and seeial characteristics of the schocis

which were used in an attempt to obtain variation in school climates, along with

a number of other background characteristics about the schools. These data

clearly indicate that the schools cover a variety of geographical, social, and
demographic contexts:

(1) They are located in seven different geographical regions and eight
different states.

(2) The schools range in size from 462 students to 2,442 students, and
the communities in which they are located vary in population tram
4,000 to almost 3,000,000.

(?) The socio-economic composition of the areas which the schools serve
are quite heterogeneous with average family income varying from

approximately $4,900 to almost $13,000 and median education level
exhibiting a range of almost 4 years (9.5 to 13.9).

FIVAMJMISAM.UCJAIME

14
Although the school has a selective sdmisaions policy in that students are

accepted by applieati_oa ssel are admitted only if they demonstrate responsibility
and maturie7, they are not strictly a college prep group since they consist of a
cross section of the count; population. Further evidence on this point is given

by the fact that twenty-five percent of then answered in the questionnaire that
they did not plan to enroll in college as a full-Lime student immediately after
completing high school. One other school in the sample, a comprehensive insti-
tution in the more strict sense of the word, had a higher proportion of its stu-
dent body planning to become full-time college students immediately after fin-
ishing high school.
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(4) The schools show a tremendous amount of religious-ethnic hetero-
geneity with the percentages of Protestants ranging from approx-
imately 17% to 94%, the percentages of Catholics varying from 4%
to 83%, and the percentages of Jews going from 0.1% to slightly
more than 34%.

(5) A number of different types of communities are represented in the
sample. There are five towns in the sample. In two of these (01
and 10),institut1ons'of higher learning dominate the economic life
of the community. There are two industrial towns (02 and 09) lo-
cated in the county which ranks seventh in the U.S. as an indus-
trial center. Finally among the towns is the Middle Atlantic sea-
side resort (12) in which fishing, both commercial and sport, is
the largest industry.

There are seven suburban communities (ranging from lower-middle-
class to upper-middle) all of which.are satellites of large urban
centers of more than 750,000 population. Two of these suburbs (15
and 03) have both small industry and business; four of them (14,
11, 17, and 20) are predominantly upper-middle-class, "bedroom"
(i.e., residential) communities varying in age from ten years to
one hundred; and one of them (08), representing two urban places
which combined to form a single school district, is a new middle-
class, "space-age" suburb whose population more than doubled in
five years.

There are seven cities varying in size from 14,000 to one of the
five largest in the nation. These seven cities cover a broad spec-
trum with respect to functional specialization. One of these (04),
the third largest city in New England, is an important commercial
and industrial center with considerable diversity of manufacturing.
The other city in this category, in which both schools 18 and 19
are located, has a combination of commercial and light industrial
business and is one of the major seaside resorts in the U.S.

Two of the four small cities in the sample (05 and 16) are small
rail and industrial centers in the same timb:::r, farm, coal, and
iron region. The other two are contiguous (13 and 07) manufac-
turing cities within commuting distance of New York City.

Finally, school 06 is located in one of the ma or retail-trade,
educational, and entertainment centers of the U.S.

(6) The schools show considerable variation with respect to capital in-
vestment in education as measured by beginning teachers' salaries
and average annual per-pupil expenditure; With respect to the first
factor, they vary $1,000 per year - -from $4,400 to $5,400. In terms
of average per-pupil expenditure, the schools show even greater
variation--they cover the gamut from $365 to $1,015 per year.15

15
The reader might conclude that variation on these two factors is not

highly relevant to the objectives of the study since the zero-order, product-
moment correlation between them and median school performance on a mathematics

.1%;-4G1.191,-11r
10#0,17../Yenr,VITVI,MAWWM,17A,75
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It should be emphasized at this juncture that these schools are not a rep-
resentative sample of any geographical area, nor are they representative of any
universe of schools with respect to social, economic, or achievement criteria.
Instead, they were deliberately chosen in an attempt to have variation in educa-
tional environments and academic behavior. Nevertheless, the authors feel safe
in concluding that they exhibit a great deal of the variety found in U.S. public
high schools with respect to socio- economic, demographic, and community charac-
teristics.16 Obviously, no attempt will be made to generalize the findings to
American high schools or American high school students. Generalizations are made
only to students17 having personal and background characteristics of the type
found among the 20,000 in this study and located in schools having the environ-
mental characteristics of the twenty selected for study.

Before closing this discussion of the sample selection, some data should be
presented on, the relative rank of the two schools in each of the ten pairs with
regard to educational climate and achievement level. Such data will provide a
crude test of the adequacy of the criteria used in steps two and three in select-
ing the sample. The data are found in Table 111-2 which presents the schools in
pairs, their rank in ascending order (from 1 to 20 on a measure of school climate
which is labelled "academic emulation,"18 and their rank in ascending order (from
1 to 20) on median scores on the mathematics achievement test administered to the
student bodies of all twenty schools (see footnote 15 sum.). The school listed

achievement test from the Project Talent battery is .08 and -.06, respectively.
(These findings will be discussed in a later chapter.) However, since previous
research has resulted in contradictory findings on the relationship between
amount of community financial support and academic performance of schools, (cited
in Boocock, 1966, p. 38) the authors,felt this was a factor to consider when
schools were selected. It is noteworthy that Coleman (1961, p. 265) did not find
a relationship between average per-pupil expenditure and school achievement rela-
tive to ability level and i:eer group rewards for achievement, He mentions re-
sults from an unpublished, state-wide study of Connecticut schools in 1956 to
support his findings.

16
There is one outstanding exception here--racial composition. The schools

are predominantly white, with five of them having no Negro students as far as
can be determined, and only one (15) having as much as six percent of its student
body Negro.

17
The reader is again reminded that the unit of analysis in this study is

not schools but students. The concern is with the influence of the school on the
behavior of individual students varying in terms of personal and family back-
ground characteristics.

18
This is a comprehensive measure of the academic and intellectual climate

of the school based on a complex procedure to be discussed later in this chapter.
Briefly, the schools are ranked from lowest to highest on factor scores on the
first factor obtained from a factor analysis of 39 measures of the school cli-
mate. These 39 variables were derived by aggregating both teacher and student
perceptions of numerous aspects of the academic and social environment of the
school. This first factor extracted from the factor analysis accounts for 22.3%
of the total variance of the 39 variables.

NW/
.r.,*"./..
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TABLE 111-2

RANK ORDER OF THE TEN PAIRS OF SCHOOLS ON
EDUCATIONAL CLIMATE AND ACHIEVEISNT LEVEL

School
T ....A. 4 .C.t
4.1.1= &rip 2A.. Q. J.% P &IL

Number

NMINNmailIIIMYINIMINNEIM

Rata. Order n
Educational Climates

01
10

16

19

part tu.A-- ww

Achievement Level

11
16

02

09

15

03

14

09
14

04

04

14

10 05

03 08

20 17

11 20

05 13 15

16 07 10

11
06

15 18

08 06

13

01

17

08

01 02
02 01

12

06
1.3

09
Nee N. TAM MON NIN WNW Mdlob WIN 4iND ONE. NNII GA! NNW MRCP OLD ANN Nip 0 WM. M. OM nab NM aNde NM Nib APO do 01 NM Cd/P .NN2 46/.1 NON

20

12

18

19

18

05.

a.

04

19
07

.11 o MOND. SNIP V1121 IN.. S. efli 011610

12

03

a
Schools are ranked in ascending order on a measure of school climate

labelled "academic emulation." This maasure is the school's factor score
computed from the first factor extracted from a factor analysis (principal
component solution and orthogonal rotation) of 39 variables. The 39 vari-
ables are aggregated teacher and student perceptions of a number of different
aspects of the educational climate of the schonl.

b
The schools are ranked in ascending order according to riKlian perform-

ance of their student bodies on a mathematics achievement test originally
used in Project Talent.
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first in each pair was predicted to have (1) a climate more oriented toward in-

tellectualism and achievement and (2) a higher achievement level.

With respect to the relative position of the two schools in each pair on

the measure of climate, the predicted order was obtained for eight of the ten

pairs (.01 > p using the Wilcoxin Matched-Pairs Signed-Rank Test). The predic-

tions did not hold for the two pairs containing schools G1-10 and 13-07, respec-

tively. In the latter pair school 07 was only one rank higher than school 13.

The predicted order of schools on the mathematics achievement test was less

accurate than for school climate, with the prediction holding for seven of the

ten pairs (.05 > p using the Wiicoxin Test). The predicted order reversed in

pairs 01-10, 15-03, and 04-14.

Overall, the criteria used in steps two sad three of the sample design to

select paired schools, with cue member of each pair having a climate less con-

ducive to intellectualism and having a lower level of achievement than the other

member, yielded reliable results. In the analysis of the effects of school cli-

mate on academic behavior of students,comparisons will not be made within pairs

of schools. As noted earlier in this chapter, pairs of schools were selected

solely to obtain a sample which varied according to educational environment and

academic productivity.
s

Sources of Data

Data analyzed in this report come from five sources:

(a) self-administered questionnaires to the student bodies of the

schools.

(b) self-administered questionnaires to the faculty of each school.

(c) self-administered questionnaires to the principal of each school.

(d) two academic tests from Project Talent--one measuring atitude

for abstract reasoning and the other measuring achievement in

mathematics--administered to the students of each school.

(e) information from the permanent records of students.

Copies of the instruments listed in a-d above are presented in Appendix A.

Each of the five sources of data will be briefly described below.

a. ttalcient.

This instrument, consisting of both preco.led and open-ended ques-

tions, was designed to treat subjects as both respondents and inform-

ants. As respondents they were asked to give information about their

social backgrounds; intellectual attitudes and values; educational and

occupational aspirations; academic and interpersonal behavior in the

school situation; and academic and interpersonal behavior in relation

to family and peers outside of school. In the role of informants they

were asked to provide sociometric information on the informal'peer group
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structure of the school--who were members of the leading crowd; who
was the best athlete (best dressed for girls); best student; most
popular with opposite sex; and who were their ego-ideals as students.
They were also asked to provide information as observers of the func-
tioning of the social system of students--what types of activities and
values were rewarded in their own peer group and in the entire student
society;19 and both the formal and informal behavior of teachers j.n
the school setting. Finally, a list of fifty-four true-false items
about students and teachers was presented to the students. These
items are primarily adaptations of those in the College Characteris-
tics Index developed by Stern (1958) and revised by Thistlethwalte
(1963) and the High School Characteristics Index formulated by Stern
(1961). These items are designed to tap informants' perceptions of
a number of diverse conceptual areas of the school environment; for
example, faculty "presses"20 toward scientism, intellectualism, hu-
manism, vocationalism, enthusiasm, and supportiveness, and student
counterparts of these presses.

b. Teacher Questionnaire

This instrument is quite similar to that administered to stu-
dents. In filling out the questionnaire the teacher, just like the
student, was playing the role of both respondent and informant. In
addition to the usual social background information about the sub-
ject, information was obtained not only about his own personal in-
tellectual values and norms, but these values. as they project into his
relation to students.21 There were also items to elicit teachers'
career aspirations for the students in their schools. As informants,
teachers were not asked to provide sociometric data on the social
structure of students. However, they were asked a number of questions
about the dominant values, norms, and behavior patterns of the stu-
dent society and those of their faculty colleagues.22 Finally, with
only minor chenges, teachers were presented with the same battery of
faculty and student press, true-false items as was given in the stu-
dent questionnaire.

i1116.-.MMINOWN11/0/MM.....

19
Many of the items used to obtain data up to this point were either modifi-

cations or repllcations of items eased by Coleman in his original questionnaire
for The Adolescent Societx (1961),

201n this context the term "press" refers to the characteristic demands or
pressures of the school environment as perceived Fy the aggregate of informants
who are participants in the system.

21
An example of this type of item is number 11 in the teacher questionnaire

(see Appendix A).

22a
many of these items were adopted from the teacher questionnaire used by

Coleman in The Adolescent Society.
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This instrument, a modified version of the School Ouestionnaire

used in Project Talent, was included in the survey to obtain data on

a number of objective social, historical, and academic characteris-

tics of the school. Other than limited background data on the prin-

cipal, the instrument did not deal with personal information about

any +embe nf school community.

dt TNO Academic Tests Used in Pro ect Talent

These two devices, used with the permission of the Project

Talent staff, were developed by them for their 1960 survey of the

aptitudes and abilities of American high school youth.th

The Abstract Reasoning. Test (AR), a fifteen item multiple-

choice test, was designed to measure a particular type of reasoning

abilitythe ability to determine inductively the logical relation-

ships among the elements of patterns of tliagrams. The testing ex-

perts who developed it felt it is more 'selturally free" than a de-

vice directly involving verbal ability and that scores on this type

of instrument should be viewed as one dimension in the broad domain

of intellectual potential.

The Mathematics Test (MATH), a twenty-four item standard

multiple-choice exam, measures achievement through the ninth-grade

level (other than arithmetic computation and arithmetic reasoning).

The items were developed such that if considerable time had elapsed

since the student had been exposed to the material, he should have

been able to recall it rapidly, if he reall- mastered it in the

first place.

e. Information from Student Permanent Records

Data from student permanent records, including I.Q. scores,

academic rank in class (for seniors only), English grades, and

absences were transcribed at the end of the school year for all

students in each school by its clerical staff.

A word of explanation should be given about the choice of

English grades as a second measure of academic performance. This

decision was made for two reasons. First, a majority of the twenty

schools did not have cumulative grade point averages for their stu-

dents other than seniors. Secondly, even if such data were avail-

able, comparing students within a school (to say nothing of across

schools) who are enrolled in college preparatory programs with those

23

1lMidml......YW.smmwmwrmmhauft;oomrrr,..WtmmgWmo..wmmwra.mftomMamww.mow.......W.VAlm.gmidmlmmmmwfymmuimy.mmmmOmosr.wwmmmWW

23Project Talent, Monograph No. 2, Cooperative Research Program, U.S. Office

of Education, Project No. 226, Appendix A.

24The descriptions of the two tests are based on those found in Dailey and

Shaycoft (1961, pp. 40-42 and 45-46).
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in a business or general curriculum would involve a logically ten-
uous decision. The one subject which all the schools required their
entire student bodies to take each year was English. Although in
each school there was some homogeneous grouping of students in Eng-
lish courses,. this was the one subject which came closest to pro-
viding a common baseline for comparing academic performance. Mow-
ever, as will be shown in the next chapter, English grades are an
inadequate measure of achievement across sc,..,ols.

Collection of Data

All of the above data were collected in the spring and summer of either

1964 or 1965. For seventeen of the schools these tasks were completed in the
summer of 1964, and for the remaining three (schools 18, 19, and 20),in the sum-

mer of 1965. The data for these latter three schools could not be obtained un-
til 1965 because of scheduling problems and the cancellation by one school of its
agreement to be included in the survey, necessitating the selection of a replace-

ment school.

For the first seventeen schools, data were collected between March 19, 1964,
and May 22, 1964, from 18,239 students in schools located in seven states
stretching from northern New England to the Pacific Ocean. Data were gathered
from 2,106 students in the three remaining schools in April, 1965. Student
questionnaires were administered by the project staff in English classes (with-
out teachers being present) in fifteen schools. In two other schools the stu-
dents completed the questionnaires in large groups (without teachers present) in
the school cafeteria or auditorium. Theie administrations were conducted under
the control of the project director with other staff members acting as monitors.
In two of the three remaining institutions the administration. was conducted in
classes with the teacher present, and all instructions were conveyed over the
public address system by the project director. In one school this procedure
was used with the project director controlling the administration via closed-
circuit television,25 Overall, these various procedures resulesd in a high de-
gree of cooperation from students. Only a small percentage of students gave
facetious responses to items, and only 18 students or 0.170 of the total students
taking the questionnaires refused to place their real names on them.26

25
As is evident from this description, every effort was made to prevent

teachers from becoming involved in the administration. There were two reasons
for this. First, teachers filled out questionnaires similar in many respects to
those of the students, and the researchers were concerned about the effects such
involvement might have on the reliability of data from teachers. Secondly, it
was felt that the presence of teachers might affect the reliability of students'
responses. Consequently, in the three schools where teachers assisted in the ad-
ministration the only task they performed was to distribute and collect question-
naires. In these schools every attempt was made to protect the confidentiality
of student responses oy having the questionnaires distributed in sealed envelopes.
There is no evidence to indicate that this type of administration adversely af-
fected the reliability of data from students in these three schools.

26
This high degree of cooperation on the part of students would, in consid-

erable part, appear to be attributable to two factors. First, the students were

,mpownwt...l...rsTrel/7/44,Mr..FRPfe, ..,,,,,,--~tenmPrv714.7.4.MVpfpewriP"IrMW;71. ","'""



111-18

In every school, teacher questionnaires were distributed by the secretarial.
staff after the project staff had left the school, and they were returned by the
teachers directly by mail. The overall response rate among teachers was very
high, as will be shown below.

Principal questionnaires were distributed and returnee: by mail early in the
summer following the collection of data from students. The principals of alltwenty schools were highly conscientious in completing the lengthy inventory.

The two academic tests, Abstract Reasoning and Mathematics, were adminis-
tered in classroom situations in each school under the supervision of the guid-
ance department shortly'after the project staff had left. Administrators'
guides, giving detailed and concise instructions for administering the tests,were provided by the project to standardize the testing procedure across schools.
Students completed the tests on mark-sensidg cards which were machine
scored by the project staff.

Since the overwhelming majority of data presented in this report comes from
student questionnaires and academic tests, and from teacher questionnaires, itis important to present information on the response rates for each of these in-
struments in each school. Information is presented by school for student ques-tionnaires and the two academic tests in Table 111 -3. For all schools combined,
slightly more than 85 percent of the totql of 22,367 students took both the aca-demic tests and questionnaires, with the percent varying across schools from 7327to 93.2. Ninety-two percent of the students in all schools combined mere admin-
istered the academic tests, with individual schools varying from 84.78 to 98.1.For student questionnaires the overall response rate was 90.9, with individualschools showing considerable variation from a low of 80.6 to a high of almost
95 percent.

reminded a number of times during the administration that their confidentiality
would be completely protected. Secondly, just as was the case in Coleman's orig-inal work (Coleman, 1961),many of the items were dealing with the subjects asadolescents in the role of an informant about the behavior and values of peersand teachers--topics which were highly salient for them. There is one schoolwhich is an exception to the cooperation of students. This is school 06 inwhich the questionnaires were administered over a two-day period to physical
education classes in the school cafeteria. Several of the students created dis-turbances during the administration, and generally there was a less cooperative
attitude among the students in this institution than in any other. Also thefact that the administration of questionnaires required two days in this largeschool resulted in a large number of students being informed of the survey byother students and subsequently failing to report to complete the questionnaireduring the second day.

27
This is the school where the project staff had most difficulty in obtain-ing the cooperation of students when questionnaires were administered (see foot-note 26 above). It is also a school which has a high rate of transfers in and

out of the school each year--in excess of thirty percent--and an average dailyabsenteeism rate of ten percent.

28
This school, number 03, is the only one where the response rate is sig-nificantly lower than that for all schools combined. The authors were never
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Thus, in the to.al sample, not administering the tests concurrently with
the-questionnaires reduced by 5.6 percent (see last row of column 5 in Table
111-3) the number of students for whom both sets of data were not available.
However, scheduling problems in the schools simply did not make it feasible to
use two class periods in the same school day for collecting data. Consequently,
there was no alternative but to postpone administering the two tests to dates
convenient for each school, and under the supervision of the guidance departments.

Because much of the analysis involves using student questionnaire data to-
getter with academic test performance, the question must be raised as to what ex-
tent this loss of 14.7 percent of students biases the sample in those instances
where both sets of data are employed in the analysis. Since this 14.7 percent
of the cases includes students for whom only questionnaire data are missing,
others'for whom academic tests data are not available, and a third category for
whom neither type of data is available, any comparisons between these students
and the other 85.3 percent-of the school populations is restricted to a limited
number of factors which are available from student permanent records. These
factors are sex, year in school, absenteeism, and English grades. As will be
documented later in the report, both in earlier research and in this study the
first three factors are related to academic performance, and English grade.,
point average is one of the measures of academic performance used in the anal-
ysis. Thus, to assess response bias, the two categoriesthose from whom ques-
tionnaire and academic tests data were obtained and those for whom both sets of
data are not available - -are compared in Tables 111-4-7 with respect to sex,.year
in school, absenteeism, and grade performance in English.

Sex Bias. When each school is considered separately and when all schools are
combined, girls are slightly less likely to respond than boys (see Table 111-4).
However, for all schools combined the percentage difference is far from signif-
icant, and even within schools the differences in either direction are signifi-
cant in only four schools. Finally, there is no systematic pattern across schools
as measured by the sign test. Thus, it is clear that there is no sex bias in the
response rates on questionnaires and tests.

Bias Related to Year in School. Table 111-5 indicates that there is a tendency
for non-respondents to be upperclassmen. In seventeen of the twenty schools
this is the case. However, within schools the difference is statlotically sig-
nificant in only seven of the twenty. Although the difference is statistically
significant for all schools combined, the absolute percentage difference is not
large (63.0%-57.5%). Consequently, it is concluded that there is only a slight
bias related to grade in school.

Bias Associated with Absenteeism. Table 111-6 reveals a strong and systematic
bias associated with students' school attendance. This is axiomatic; that is,
students who were not present for the administration of both types of instru-
ments would be expected to have higher absence rates over the entire school
year.

able to determine what accounted for this poor response. It should be noted
that the response rate for student questionnaires in this school (93.5%) is
higher than that for all schools combined (90.9%) and for the mean rate across
schools (91.8%).
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Academic Performance. Data given in Table 111-7 indicate a consistent and siz-
able difference in the average grade performance in English of respondents and
non-respondents, with the latter having systematically lower achievement. This
is true both within schools (significant differences in fifteen schools), in the
pattern across schools (as indicated by the sign test), and for all schools com-
bined. Just as in the case with absenteeism, such a bias is not surprising.

Thug; with regard to the representativeness of the sample, the results may
be summartzed as follows. There is:almost no difference in the proportion of
boys and girls taking the questionnaires and tests. Secondly, there is a tend--
ency for more underclassmen to respond to both sets of instruments than upper-
classmen. Thirdly, students with poor attendance records and those having low
academic performance took the tests and questionnaires less frequently. The
crucial question which must be raised at this point is: That effect does the
bias associated with attendance and performance have on the validity of find-
ings regarding the relative effects of climate variables on the various measures
of academic behavior of individual students? Two different considerations sug-
gest that the missing data do not seriously affect the substantive findings of
the study.

First, there is no reason to suspect that the loss of cases has any appre-
ciable influence on the validity and reliability of the various dimensions of
school climate which are employed as the independent variables in the analysis.
As noted earlier in this chapter, data from student questionnaires are aggre-
gated and combined with the aggregated responses from teacher questionnaires to
construct the measures of various dimensions of school environment. Therefore,

. it is important that a large sample of the students and faculties of the schools
complete the questionnaires. As Table 111-3 indicates, the response rate for
students in each of the twenty schools represents a large proportion of the stu-
dent population. Overall, the response rate for teachers is even higher--91.4
percent--as shown in Table 111-8. For individual schools, the percentage of
teachers returning the questionnaires ranges from 80 percent to 100 percent,
with six institutions having complete returns. As noted by Selvin and Hagstrom
(1963, pp. 404-409), if aggregative group variables are based on a large sample
of the total membership, they give highly accurate descriptions of the collectiv-
ities on the dimensions studied.

Secondly, comparing the effects of various dimensions of school climate on
one of'the dependent variables for those students for whom data are available on
both tests and questionnaires and those who took the questionnaires reveals that
the loss of 5.6 percent of the cases resulting from students taking question-
naires but not academic tests does not effect the magnitude of the relationships.
More specifically, the effects of six dimensions of school climates (to be de-
scribed later in this chapter) on one dependent variablestudents' college
plans--can be compared for the respondents who took the questionnaires (90.9
percent of the total student populations of the twenty schools) and those who
were administered the questionnaire but not the AR and MATH tests (5.6 percent
of the total student populations of the twenty schools). The effect parameters
for making these comparisons are presented in Table 111-9. The differences for
the two categories of respondents are negligible--in fact the size of the ef-
fects is almost identical. Since the effects of the six dimensions of school
climate on college plans and math performance are quite similar (as shown in-
IV-1 and IV-2 of Chapter IV), there is reason to believe that the results for

-1.0,10.1.1t9OR
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TABLE 111-8

RESPONSE RATES BY SCHOOLS FOR TEACHER QUESTIONNAIRES

School Number Number of Teachers
Identification, of- Completing

imAmissoa acauLmso quesLiOnuaires

Percent of Teachers
Completing,

QuestionnairesSOMN144111ilil114MMI1iiiLMIll 0,10...MI,

01 34 34 100.0

02 41 41 100,0

03 59 49 . 83.1

04 51 46 90.2

05 64 64 100.0

06 98 88 89.4

07 52 43- 82.7

08 110 99.1

09 19 19 100.0

10 47 44 93.6

11 80 66 82.5

12 45 41 91.1

13 53 47 88.7

14 42 38 90.5

15 61 61 100.0

16 38 35 92.1

17 90 80 88.9

18 58 46 79.3

19 30 24 80.0

20 54 54 100.0

Total for
All Schools (1,126) (1,029) (91.4)

1.011.00. .01,0Maimm.. yian.
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TABLE 111-9

ZERO-ORDER EFFECTS OF SIX DIMENSIONS OF SCHOOL CLIMATE
ON COLLEGE PLANS OF STUDENTS COMPLETING QUESTIONNAIRES

AND THOSE COMPLETING TESTS AND QUESTIONNAIRES

Climate Dimensions

Estimates of
Effect for Students

Administered Questionnairesa

Estimates of
Effect for Students
Administered Tests
and Questionnairesa

Dimension I -.156 -.158

Dimension II -.130 -.134

Dimension III .135 .134

Dimension IV -.117 -.118

Dimension V .139 .139

Dimension VI .069 .072

Percent of Total
Student Populations of

Twenty Schools (90.9%) (85.3%)

aThese measures, which are used throughout the analysis, will be ex-
plained in detail later in this chapter.. Briefly described, they are esti-
mates of the proportions of variation in individual students' college plans
c'plained by each of the climate dimensions. All of the effect estimates in
the table are significant beyond the .01 level.

college plans in Table 111-9 are generalizable to the effects of school climate
on mathematics performance. Thus, it seems tenable to conclude that the loss
of cases from the student populations does not appreciably affect the validity
of findings regarding the effects of school environment on the academic behavior
of students.29

Measurement of Variables

As discussed in Chapters I and II, the type of analysis conducted in this
project is contextual, which involves characterizing students by a number of
different aspects of the school they attend and then determining how students

29
Findings from other research in this generr' area revealed that missing

data--both in cross-sectional analysis and panel analysis--did not alter the re-
sults obtained (McDill and Coleman, 1965, pp. 115 and 121).

1,"",mmtrT-7,r,"76m7mrp,
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who are similar in personal and background characteristics differ in their aca-
demic behavior according to the context of the school. Thus, there are three
different classes of variables included in the analysis: (1) independent vari-
ables which are measures of various dimensions of school climate or environment;
(2) "intervening" personal attributes such as sex, mental aptitude, year in
school, and socio-economic background which are vie-ed as mediating links be-
tween the school environment and individuals' academic behavior; (3) and de-
pendent swelables which consist of three different types of s,sqdemic behavior;
namely, personal values regarding intellectualism and achievement, educational
plans, and academic achievement in the form of performance on the mathematics
achievement test and English grade-point average.

The development of the measures for each of the three categories of vari-
ables will be described in detail here.

Dimensions of the Educational and Social Climates

The procedure used in developing this measure is based to a considerable
extent on a methodological formulation by Selvin and Hagstrom (1963). Their ob-
jective WS to develop a tool for describing and classifying a small number of
groups3° in terms of a large number of variables in order that group effects on
the variations in behavior of members could be determined. They describe five
basic steps involved in using the procedure, four of which are relevant here:

(1) Select a set of formal groups from which the same types of data
are available for each member. They emphasize that the data ob-
tained may be based on members treated as respondents, informants,
or both.

(2) Compute aggregative characteristics for each group. As defined
in Chapter I, aggregative characteristics are properties based on
smaller units within the group. The larger the number of obser-
vations in each group, the more reliable the summarizing measures
(such as percentages, means, or medians) because errors of response
attributable to individual idiosyncracies or facetiousness are can-
celled and also because individual "perspectivistic distortion" is
reduced.

(3) Compute the correlation of each pair of aggregative variables for
all groups. This produces correlations of greater magnitude than
those calculated from individual observations.

(4) Factor analyze the correlation matrix, rotate the factors, and
compute factor scores for each group on each interpretable factor.
Factor analysis and rotation of the factors reduce the large number
of variables to a more manageable number of constructs. The com-
putation of factor scores for each group on each factor makes pos-
sible further work from the factor analysis such as multiple re-
gression or multivariate analysis.

30They visualize their procedure as being appropriate when the number of
groups is too small for cross-tabulation of group attributes and most useful
then the number of groups is between 15 and 200 (p. 401).
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In adapting Selvin's and Hagstrom's procedure to develop measures of vari-
ous dimensions of school climate, thirty-nine different aggregative character-
istics of the schools, based upon data from both student and teacher question-
naires, were computed for each school. All of these thirty-nine variables are
scales or single items which treat the individual--both student and teacher- -
as an informant, not as a respondent. Stated differently, all of the variables
used in the measures of school climate are the individuals' perceptions of the
environment, not information about his own attitudes or personal characteristics.
Informant data rather than respondent data are used for two reasons. First, it
helps to clarify what Tannenbaum and Bachman (1964, p. 593) refer to as the "con-
ceptual haziness" about variables which are characterizations of both the insti-
tution and the individual. They state:

"Research in group or organization functioning would do well
to distinguish effects which are uniquely structural. While
it may be easy enough to denote conceptually some variables
that apply uniquely to structure and have no meaningful coun-
terparts on the individual level, the fact that much social
research must fall back on individual responses creates a
difficulty. While the concepts may be structural, the meas-
ures may be contaminated by individual effects."

Although student and teacher perceptions of school environments are based
on individual responses, they would appear to approximate more closely, both
conceptually and operationally, structural level variables than do individual
responses to items which treat the subject as a respondent. Stated more suc-
cintly, the former are less likely to be contaminated by individual effects
than are the latter. Two recent studies using the College Characteristics In-
dex support such an argument. McFee (1961) showed that student perceptions of
their college environments are independent of personality needs, and Kirk (1965,
p. 94) found that the discrepancy between student environmental reports and the
averages of the department in which they were enrolled at Carnegie Tech were un-
correlated with various indicators of their cultural and socio - economic bpck-
ground.

In the present study, student perceptions of environment (as measured by
scores on a number of scales in different conceptual areas constructed from
true-false items) are also not systematically related to a number of personal
and social background characteristics; specifically, sex, year in school, mental
aptitude, and father's education.

Even for the few environmental scales which are significantly related to
these personal characteristics, the effects of such personai distortions on the
measures of school environment are negligible because (1) individuals' scale
scores on each conceptual area are all combined for each dimension of the school
environment and (2) all variables based on students' perceptions are combined
with teachers' perceptions for each dimension of the school environment.

The second reason informant data rather than respondent data are used in
measuring different aspects of the school climate is that the former appear to
be more valid than the latter. In their work Selvin and Hagstram (1963, p. 409)
raised the issue of whether informant data are more appropriate than respondent
data as measures of environmental characteristics. They noted that no research

,a1,9p1Pierry1M117791Per:1777.--rno475770.,s,r, NrvilwrVre"..nr,"1.7rf"irttrrrt.,9.Y7-1,77r-rpow."1,-er.
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had been conducted which compared the two different approaches. Fortunateiy,
limited empirical evidence on this problem is available in this study. In the
student questionnaire there are three pairs of items--numbers 141-146--tapping
three different aspects of intellectual orientation. The first item in each
pair treats the subject as a respondent, and the second item is identical ex-
cept that the subject is treated as an informant. The effects of these two
types of items, used as climate measures, on variation in students' college
pLaua auu perLuLmauuc uu Luc ffiaLcMa6-LC5 test are given in Tables III-10 and

III-11. A comparison of the results in Table III-10 with those in Table III-11

TABLE 111 -10

EFFECTS OF CLIMATE MEASURES ON COLLEGE PLANS AND MATHEMATICS
TEST PERFORMANCE USING STUDENTS AS RESPONDENTS

.111110111MM

Climate Measuresa

Effect of Climate
Measures on

College Plans (a )
b

Effect of Climate
Measures on

Math Performance (a )
b

Question 141c
in Student Questionnaire

Question 143c
in Student Questionnaire

Question 145c
in Student Questionnaire

-.027

.135

.131

-.032

.104

.132

../MIIIIN=1

aThe climate measure for each question was obtained by ranking the
schools according to the proportion of students who gave a "1" response to it
and then collapsing the twenty schools into quartiles. A detailed explanation
of this procedure is presented later in this chapter.

b
The al's represent the proportion of variation in the dependent variable

accounted for by the particular climate measure. This measure of effect of am
or more independent variables on a dichotomized dependent variable is found in
Coleman (1964, Chapter 6) and is discussed at length later in this chapter.

c
The number refers to the question in the student questionnaire found in

Appendix A. Each question was dichotomized between the "1" response and all
other responses.



TABLE III-11

EFFECTS OF CLIMATE MEASURES ON COLLEGE PLANS AND MATHEMATICS
TEST PERFORMANCE USING STUDENTS AS INFORMANTS

1/...-vr,.4MINIIIII

Climate Measures

Effect of Climate
Measures on

CollegeCollege Plans (at)

Effect of Climate
Measures on

MathMath Performance (a
i
)
b

P
Question 142-

in Student Questionnaire .106 .145

Question 144c

in Student Questionnaire .152 .179

Question 146c
in Student Questionnaire .135 .110

aThe climate measure for each question was obtained by ranking the
schools according to the proportion of students who gave a "1' response to it
and then collapsing the twenty schools into quartiles. A detailed explanation
is presented later in this chapter.

b
The al's represent the proportion of variation in the dependent variable

accounted for by the particular climate measure. This measure of effect of one
or more independent variables on a dichotomized dependent variable is found in
Coleman (1964, Chapter 6) and is discussed at length later in this chapter.

c
The number refers to the question in the student questionnaire found in

Appendix A. Each question was dichotomized between the "1" response and all

other responses.

indicates that with one exception--questions 145 and 146 in relation to math-
ematics performance--the climate measures based on informant data are more
strongly associated with students' academic behavior than are those derived
from respondent data. In fact, one of the measures based on an item which
treatn students as respondents--question I41--actually has a very slight nega-
tive relationship to students' educational plans and to math performance. Thus,

for two different reasons it seems more appropriate to develop measures of
school climate from subjects' perceptions of the environment rather than from
their personal values and attitudes.

A list of the 39 school characteristics used in deriving dimensions of
school climate by factor analysis is presented in Table III-1231. Twenty-
three of these variables are from student questionnaires and 16 from teacher..110

31As
noted by Selvin (1960, p. 48), a summarizing measure such as the mean

Jr median is a meaningful representation of a distribution only if the distri
button is unimodal. There is no problem of "bimodality" of the distributions

>.
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questionnaires. The first 27 variables in the table are scales of two or more
true-false items ;" .ept variable 20, a single-item indicator) which are adap-
tations of Thistlethwaite's version (1963) of the College Characteristics Index
and Stern's High School. Characteristics Index (1962) discussed earlier in this
chapter and in Chapter II. Variables 1 thrcugh 13 are based on student reports
or perceptions of both student and faculty behavior, and variables 14 through
27 are based on faculty reports of both student and faculty behavior. Thus, two
different measures of several diverse conceptual areas of the school or global
environment are included in the measurement. Table 8-1 in Appendix B gives the
items belonging to each of the conceptual areas of school environment for both
teacher reports and those of students. The scales which comprise the first 27
variables in Table 111-12 are presented in sequential order in Table B-1. This
table also gives the percentages of subjects--either teachers or students--who
answered the item in the keyed direction, the correlation between item response
and total scale score, and Kuder-Richardson Formula 20 estimates of reliabil-
ity.32

Finally, the table gives an estimate of reliability for each scale, based
on the Spearman-Brown Prophecy Formula (Guilford, 1956, p. 452), for ten-item
scales having the same characteristics as the existing scales. These prophecy
reliabilities were computed in order to give estimates of reliabilities for
scales with a larger number of items and the same characteristics as those ac-
tually used and also to permit comparisons of reliabilities among existing
scales. This table reveals that the scales have only moderate internal con-
sistency. For example, prophesying scales of ten items in length (using the
Spearman-Brown Formula) having the same characteristics as the present scales,
only 10 of 26 would have reliabilities of .70 or higher. However, this does
not present a problem in using these scales in the factor analysis since in-
dividuals' scores on each scale are aggregated and then converted into indices
of school climate. The aggregating procedure greatly reduces the random error
of responses and produces highly reliable measures of school climate.

underlying the 39 aggregative variables in Table 111-12. A distribution was-de-
fined as unimodal if its median was either in the modal category or the category
adjacent to the one containing the mode. The 780 distAibutions (39 variables x
20 schools) were examined, and more than 99 percent of them net this criterion.
Furthermore, in roughly ninety-five percent of the distributions the category
containing the second largest number of respondents was adjacent to the mode.

32
As Table 111-12 indicates, the number of items in the "press" scales varies

from two to five, with one conceptual area--variable 20, faculty perception of
F.P. for Enthusiasm--having only a single item. Obviously, it would have been
preferable to have both a large number of items (say ten) for each conceptual
area and the same number of items in each scale. This was not feasible for two
reasons. First, there was not space in the questionnaire for a large number of
items in each conceptual area, and it was more important to have several concep-
tional areas tapped by only a few items in each than only a limited number of
scales with a sizable number of items in each. Secondly, the authors were simply
unable either to adapt existing items from the CCI or HSCI or construct items
which were salient for high school students or teachers in several of the con-
cepLual areas. One of the areas where this was especially true was S.P. for
Social Conformity.

-'s'i'gE71*131rMew
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One other noteworthy point in Table B-1 is the tendency for scales based on
teacher reports to have higher KR 20's than those for student reports; in eight
out of twelve comparisons for the same conceptual area the reliability coeffi-
cients for teacher perceptions are greater than those for students, suggesting
that teachers are more nsistent in their evaluations of school climate than
are students. Related _o this point is the question of the extent of agreement
between students and teaLhers in their perceptions of these diverse conceptual

areas. rable 111-13 gives data on this topic, presenting the correlations be-
tween median school scale scores for teachers and students for the thirteen

TABLE III-13

PRODUCT-MOMENT CORRELATIONS BETWEEN MEDIAN SCHOOL PRESS SCORES
FROM STUDENT AND TEACHER QUESTIONNAIRES

11111MIIMOMON,NESVIllal.
Conceptual Area r

F.P. Toward Scientism .81

S.P. Toward Scientism .91

S.P. Toward Social Conformity .86

S.P. Toward Estheticism .58

F.P. Toward Humanism .73

F.P. Toward Vocationalism .74

F.P. Toward Enthusiasm .47

F.P. Toward Supportiveness .46

F.P. Toward Independence .76

S.P. Toward Intellectualism .82

S.P. Toward Competition-Achievement .88

F.P. Toward Intellectualism .62

F.P. Toward Competition-Achievement .45

"press" areas common to student and teacher questionnaires. Overall, there is a
substantial degree of agreement between how students and teachers perceive vari-
ous aspects of their school environments, wide a mean correlation of .70 for the
thirteen areas. These data provide another indication of the high degree of re-
liability of the aggregated informants' reports of different aspects of the edu-
cational and social climates of their schools.

?17r,"0"11-7'.: 17-iy,m711777,:rpM7TemPKI riPiwert,..1for
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The last twelve variables of Table 111-12 which were entered into the fac-

tor analysis are single-item indicators of environment. Ten of them are drawn

from the student questionnaires and only two from teacher questionnaires. Three
of these (variables 28-30) are student reports of student values regarding aca-
demic achievement and intellectualism, and one (number 31) is an indicator of
the degree of social cohesion among students. Six of the remaining eight vari-

ables (numbers 32-37) are student perceptions of various criteria for high so-
cial status awong students of the s-m- c-x Fo-r of Fh00. ,ox Pr4k.rAn are

extra-curricular or ascriptive, and two are achievement standards. The final

two variables in the table are teachers' reports of the intellectual and aca-

demic productivity standards of their colleagues.

The thirty-nine aggregated measures of school climates were factor analyzed
in hopes of simplifying students' and teachers' perceptions of school environ-
ment by abstracting a limited number of basic dimensions underlying these per-

ceptions.33 Stated differently, the purpose of the factor analysis is to ex-

plain the observed relations among the large number of climate perceptions in

terms of simpler relations.

The principal component solution was used to extract the factors.
34

The

eigenvalue criterion developed by Kaiser (1959) was used to determine the number

of factors to be extracted. As noted by Harman (1960, p. 363), this is highly
practical criterion based on a number of considerations such as statistical sig-
nificance, algebraically necessary conditions, psychometric reliability, and psy-

chological meaningfulness. Kaiser's recommendation is that the number of common
factors should be equal to the number of eigenvalues greater than one of the
correlation matrix, using unities in the diagonal of the original correlation
matrix.

The means and standard deviations of the scores for the thirty-nine vari-

ables are reported in Table 111-14. The eigenvalue criterion resulted in eight
factors being extracted. The eigenvalues for each of the factors and the cumu-
lative proportion of total variance accounted for by them are found in Table
111-15, which also shows that 90 percent of the total variance is accounted for

by these eight hypothetical constructs.

The factors were rotated to simple structure using the Varimax criterion.
Only the first six factors were retained in the analysis because factors VII
and VIII were either unique or substantively uninterpretable.35 Inspection of

M11.1.1..10111.1 ..111.11,

33
This procedure was used by Selvin (1960) in his study of the effects of

leadership climate in a military installation on the off-duty behavior of en-
listed men. (See Table B -2 in Appendix B for the matrix of correlations among
the thirty-nine variables).

34
T e program for factor extraction and orthogonal rotation on the

7094 computer is part of the U.C.L.A. Biomedical Series. See uBMD03M, General
Factor Analysis," in Biomedical Computer Programs, Health Sciences Computing
Facility, University of California, Los Angeles, January 1, 1964, pp. 169-184.

35
Although a number of statistical criteria have been developed in addition

to the eigenvalue to determine the number of factors to be extracted, the final
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TABLE 111-14

MEANS AND STANDARD DEVIATIONS FOR THIRTY-NINE
VARIABLES WHICH WERE FACTOR ANALYZED

Variable Number Mean -Standard Deviation....11
2.120 .323

2.224 .535

1.879 .199

2.304 .310

3.745 .481

1.705 .163

2.330 .196

3.469 .325

2.941 .333

2.042 .333

3.026 .330

2.930 .227

3.080 .288

2.772 .370

2.748 .799

2.026 .312

3.271 .577

4.775 .480

1.517 .346

1.158 .245

3.285 .145

4.039 .228

2.218 .250

2.144 .504

3.378 .355

3.098 .217

2.750 .386

14.757 4.605

8.831 2.580

38.665 9.119

61.571 7.652

4.677 .534

2.539 .212

3.458 .368

4,198 .380

2.803 .399

5.730 .322

54.490 23.483

87.030 11.350
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TABLE 111-15

EIGENVALUES AND CUMULATIVE PROPORTION OF TOTAL VARIANCE OF
THIRTY-NINE VARIABLES ACCOUNTED FOR BY EIGHT FACTORS.

Factor Number Eigenvalue
Cumulative Proportion

of Total variance

1 15.432 .396

2 5.712 .542

3 4.070 .647

4 3.205 .729

5 2.404 .790

6 1.915 .839

7 1.294 .873

8 1.077 .900

Table 111-15 shows that the first six unrotated factors account for almost 84
of the total variance. Furthermore, as shown in Table 111-16 (under the column
labelled h2 which is the heading for the communalities for the 39 variables),
the six factors explain more than 80 percent of the variance for 28 of the 39

variables. Thus, it can be safely concluded that the six factors summarize
with a high degree of precision the information contained in the original
thirty-nine variables.

The rotated factor loadings and the communalities appear as Table 111-16.
Using Harman's procedure (1960, p. 177) for approximating the standard error of
factor loadings, loadings of greater than .483 are significant at the .05 lev-
e1.36 Only loadings significant at the .05 level or beyond appear in the table.
An inspection of the communalities reveals that with one exception--variable 21 --

more than 61 percent of the total variance of each variable is lccounted for by

the six factors. Variable 21 had its only significant loading, .861, on factor
VII which was dropped from the analysis. The only significant loading on factor
VII was variable 21, indicating that the construct was unique and thus had little
explanatory power.

decision on when to stop factoring and how to interpret factors has to rest, as
Selvin (1960, p. 184) emphasizes, on extra-statistical or substantive standards.

36
Harman's procedure was brought to the authors' attention by Cooley and

Lohnes (1962, p. 172).
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The Varimax solution of rotation which was utilized tends to "break up"
general factors and distribute part of their variance among other factors. Such
a result can be seen in the present analysis by comparing Tables 111-15 and III-
16. Before the factors were rotated, Factor I was a general factor accounting
for 39.67 of the total variance of the thirty-nine climate variables. (See
Table B-3 in Appendix B for unrotated loadings on the original eight factors.)
However, after the Varimax rotation, Factor I accounts for 22.3% of the total
variance: An noted by ennloy and Tohnes (1962, p. 162), the Varimax rotation
was designed to "clean up" factors rather than variables which the Quartimax
method effects. Thus, this technique produces distinct dimensions of school
climate whose effects can then be measured on the academic behavior of individ-
ual students.

Definition of Factors

The six factors listed in Table 111-16 are interpreted using the variables
which have statistically significant loadings on them. Before each of the six
factors is defined, it is important to discuss the procedure used in computing
school medians for variables 32-37 and the effect the procedure has on the signs
of the loadings of these six variables on the six rotated factors. Inspection
of questions 157-162 of the student questionnaire (the ranking items used to ob-
tain data for these six variables dealing with the importance of various personal
characteristics) indicates that items were ranked inversely to their importance
for high status among other students. Thus, for a given school the item having
the lowest median value is the most important criterion (among the six) for high
status. This scoring system combined with the fact that three of the six factors
are negative and three are positive37 makes it difficult to interpret the signs of
the loadings of variables 32-37 on the six factors.38 One example will perhaps
make the loadings of these variables easier for the reader to interpret. Factor
III is labelled "egalitarian.intellectualism." Variable 37 has a negative load-
ing of -.597 on this factor. Given the inverse scoring system for variable 37,
this negative loading means that it is tapping an aspect of school environment
emphasizing the importance of intellectual values for high status among other
students. On the other hand, variable 32 has a loading of .68 on this factor,
indicating that a school having a high score on this variable would be one in
which ascribed social position is not important for high social status among
we's peers.

37
Factora are positive and negative in the sense that a majority of the load-

ings have + or - signs. For example, Factor I is negative since all of the sig-
nificant loadings have a - sign. The opposite is true for Factor V.

38
The reader is asked to bear with this inconvenience. After the factor

'analysis was completed and much of the analysis of data was conducted which de-
pended on the results of the factoring, a modification of the factor analysis
computer program was received from the Biomedical Computer Program Center at
U.C.L.A. This modification of the program forces the components of the factor
matrix corresponding to the eigenvectors to have more positive than negative
factors. Using this modified version of the computer program would perhaps have
minimized the number of negative factors, making the interpretation and discus-
sion of them less unwieldy. Of course, whether the factors extracted are posi-
tive or negative is in no way a reflection of the adequacy of the factor solution.
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Factor I. Absence of Academic Emulation

This factor, statistically more important than any other, has all negative

loadings. A school having a high positive score on this factor could be appro-
priately described as lacking academic excellence. The thirteen items having
significant loadings cover a variety of topics about the educational atmosphere

the arhnnl, Only one of the variables (number 15) deals with specific sub-

ject matter--a lack of student pressure for scientism as seen by faculty. Vari-

able 34 taps a non-curricular aspect of school environment. It has a high nega-

tive loading, indicating that those school climates low in competitiveness and
intellectualism are ones in which having an automobile for boys (or clothes for
girls) is important for high prestige among student peer groups. The remaining

eleven variables deal with topics which set the general achievement and intel-
lectual tone of the school environment. Seven of these are faculty reports of
the environment (mainly "press" scales based on T-F items) and four are student

reports. These eleven variables deal with student values attached to achieving
grades and academic brilliance, faculty and student pressures to be academically
competitive, faculty values regarding emphasis on developing academic versus
technical skills of students (variable 38), and faculty norms with respect to

amount of assigned homework.

Factor II. Student Perception of Absence of Intellectualism-Estheticism

This construct, like the preceding one, is a negative factor. However, in

contrast to Factor I, which has a preponderance of variables based on faculty
reports of the environment, it is composed of nine variables with significant
loadings drawn, with one exception (variable 26), from student perceptions of
scnool environment and consisting only of "press" scales. Nevertheless, the
content of this factor is similar to Factor I in that four of the nine scale areas

are found in the first factor. One possible explanation for the failure of these
scales to have high loadings on Factor I, as do the same scale areas based on
faculty perceptions, is the lower reliability of the former.39 One of the nine
variables deals specifically with achievement- competition (faculty press) where-

as four of them measure teacher or student pressures for intellectualism, that

is, for an intrinsic value placed on the acquisition of knowledge. Finally,

two of the variables, numbers 1 and 8, (especially #8) are tapping an affective
component in the relations between teachers and students similar to what Cogan
::11556, p. 330) refers to as preclusive (i.e., aggressive, distant, and hostile)
behavior. Thus, those schools which are low in intellectualism-estheticism, as
perceived by students, are also relatively lacking in warm, congenial, and sup-
portive relations between students and staff. Finally, this type of school is
characterized to a degree by pressures fcr conformity (variable 3) or lack of

emphasis on individualism.4u

39
See pp. 36-37 of this chapter for a comparison of reliabilities.

40
However, this scale area, both teacher and student perceptions, has a

higher,loading on Factor VI.
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Factor III. Cohesive and Egalitarian Estheticism

This third factor measures the extent to which the social systems of the
schools emphasize intellectual criteria for status (variable 31) as opposed to
the ascribed criteria of family background (variable 32) and the extent of so-
cial integration (031) among students. It is noteworthy that variables 6 And
17 have opposite loadings on this factor, indicating that those schools in
which the faculty place little stress en practicalness in their teaching (F.P.
for Vocationalism) and instead have a theoretical orientation are the ones in
which the student bodies value and are sensitive to art, music, and literature- -
both inside and outside the clasaroom. Thus, a school with a high plasLitim,
score on this factor has a student body which is more cohesive, more egalitarian,
and more committed to an understanding of the humanities and other intellectual
activities than a school with a low score (Herr, 1965, p. 680).

Factor IV. Absence of Scientism

This entity, like I and II, is negative. Schools having a high positive,
score on it could be appropriately described as not having a scientific empha-
sis. Of the factors discussed to this point, Factor IV is the most conceptwilly
puce, with four of the five variables dealing solely with the degree of scien-
tific ferment in the school. The ether variable with a significant loading--
number 22, P.P. for Independence as seen by the teachers--is theoretically con-
sistent with the concept of scientism. The four items in the Independence scale
involve two separate but related domains-objectivity on the part of teachers in
their evaluations of students (items 110 and 141) and their encouragement of in-
dependent and creative work by students

Factor V. Humanistic Excellence

This factor has all positive loadings. It also is specific, dealing pri-
marily with faculty pressures toward creating and maintaining student interest
in art, humanities, the social sciences, and topics of social concern and stu-
dent values and activities in these areas (variables 4, 5, 17, and 18). Vari-
ables 24 and 25, which are faculty reports of student demands for intellectu-
alism and academic competition, also are significantly correlated with this con-
struct as well as with Factor I, indicating that those schools whose climates
stress achievement and "knowledge for knowledge's sake" also encourage excel-
lence in the humanistic tradition.

Factor VI. Academically Oriented Status System

In contrast to the first five factors, this one deals strictly with the
social systemic aspects of school environment. In this respect it is most
similar to Factor III. However, the two constructs have only one variable in
common--number 37. Specifically, Factor VI has isolated criteria for prestige
among student colleagues. Of the six variables with significant loadings, four
of them are status criteria, and the other two are faculty and student percep-
tions of the degree of demand for social conformity among students. Schools
with high positive scores on the factor have social systems in which student
peer groups socially reward intellectualism and high academic performance more
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than schools with low scores. Furthermore, high-scoring schools place less stress
on participation in extra-curricular activities relative to low scoring schools.
Schools with high scores also do not demand social conformity on the part of stu-
dents, suggesting a tolerance of individualism and idiosyncratic behavior.

The names given the above six constructs are somewhat arbitrary since only
those variables which have significant loadings were used in defining them. How-
ever, as stressed by Selvin (1960, p. 40), the name given a factor always in-
volves individual judgment. In this sense interpreting factors involves ab-
stracting just as does all concept formation, and a concept always contains less
than the highly complex and interrelated empirical phenomena to which it refers.

kmiatt.i.on of Factor Scores

Computing a score for each of the twenty schools or each of the six factors
permits the results of the factor analysis to be transformed into independent
variables for use in the multivariate analysis.

Cooley and Lohnes (1962, p. 164) indicate that estimates of factor scores
can be easily obtained from the principal component solution (if unities have
been used in the diagonal of the matrix of observed correlations among the n
variables) by use of the following formula:

n
F44 = E
J' k =1

akjzki

where F = score on Factor j for school i
it

aki = loading of variable k on Factor j

z
ki

= standard score of variable k for school i

i = 1, 20; k=1, 39; j=1, 6 .

Thus, each of the j column vectors of the rotated matrix (i.e., the loadings of
the variables on a given factor) is multiplied by the standardized score vector
for school i to obtain the j (in this case six) factor scores for school i.41

11r.i111!.
41
There are both "exact" and "estimation" procedures for determining factor

scores (Harman, 1960, Chapter 16). It is beyond the scope of this presentation
to attempt an explication of the complexities of this general area. Harman
(1960, p. 338) notes that when the factor model involves common and unique fac-
tors, the total number of factors exceeds the number of variables and an inverse
does not exist for the factor matrix; that is, the matrix is singular. Be says
that the accepted procedure under such conditions is to resort to the "best fit"
by the least squares method and'use an estimation procedure obtained by regres-
sion methods. Be presents two "long" methods of estimation and a "short" method
and demonstrates that the latter yields estimates which are as accurate as the
"long" or complete estimation method.
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The factor scores for each school are presented in Table 111-17. A de-
tailed inspection of this table suggests that the six factor scores are strongly
correlated. Table 111-18, which gives the product-moment correlations for the
data in Table 111-17, bears this out. The absolute mean correlation among the
six sets of factor scores is .703. Thus, although the rotated factors are by
definition uncorrelated (i.e., orthogonal),the factor scores are highly related.
This is not an unanticipated finding for two reasons. The first has to do with
the mechanics of rotation of the factors. As noted earlier in this chapter, the
nature of the Varimax rotation is such that Inall factors, if present in the
principal component solution, are "broken up" and part of the common variance
among the variables they account for is redistributed among other factors in the
process of "cleaning up" the factors. As discussed when comparing Tables 111-15
and 111-16, the first unrotated factor was a general factor. The rotation of
the factors reduced the proportion of variance the first factor accounted for
from 40 percent to 22 percent, causing a school's score on any factor to be
partly a function of its score on the general factor. This in turn results in
the factor scores being highly correlated.

Secondly, and more important, on purely substantive grounds one would ex-
pect schools which are of overall high academic quality (as measured by factor
scores on Factor I) to be excellent in subject matter areas such as science
(Factor IV) and the humanities (Factor V).42

Dependent and Interveningalaiables

a. Measures of Achievement and Scholastic Aptitude

The two academic tests, AR and MATH, have been described earlier in this
chapter. Reliability estimates for the two tests were obtained separately by
grade and sex using the Kuder- Richardson Formula 20. Table B-4 in Appendix B
gives these coefficients along with KR-21 coefficients from the Project Talent
research. Reliability estimates from the two different formulas are comparable
although not identical." Both formulas, depending upon the single administra-
tion of a test, underestimate the reliability which would be obtained from al-
ternative methods such as "parallel-forms" or "matched halves." This is be-
cause the assumptions underlying both formulas such as (1) all items measure

42
Factor scores computed for the unrotated factors were found to be general-

ly uncorrelated. However, the unrotated factors were substantively uninterpret-
able, as one would expect. Thus, as noted earlier in the chapter, the research
problem dictated that a rotation scheme be employed which would give substantive
meaning to a number of conceptually distinct dimensions of school environment.
This is what the Varimax rotation solution achieves by producing for each factor
high loadings for a few variables and the remainder of the loadings zero or near
zero. Whether one computes factor scores on rotated or unrotated factors would
seem to depend on the nature of the problem being investigated.. For example,
Cooley and Lohncs (1962, p.'172) cite one of their studies in which it was more
profitable to compute factor scores on unrotated factors.

:1-

43
The comparison of the two estimates of reliability is based to a consider-

t,

1.

,
xable extent on the discussion presented in Flanagan, et al. (1964, pp. 2-16 to
t2-18).
t
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TABLE 111-18

4,004040,004.0444. 4....e_040404.016.010,

INTERCORRELATIONS AMONC SIX FACTOR SCORES FOR TWENTY SCHOOLS

41410400=00404404044.0404.1.0004014

I Absence of
Academic Emulation

II Absence of
Intell.-Estheticism

III Cohesive and Egalitarian
Estheticism

IV Absence of Scientism

V Humanistic Excellence

VI Academically Oriented
Status System

I II III IV V VI

.728 -.744 .635

-.600 .837

-.583

-.803 -.592

-.711 -.813

.871 .635

-.649 -.642

401 040 .706

exactly the same attribute, (2) item inter-correlations are uniform and (3) item
reliabilities are uniform, are clearly not met by any "paper and pencil" test.
To the extent that the two sets of data fail to meet these restrictive assump-
tions, both formulas produce values which are systematic underestimates of the
true reliability coefficients. The KR-21 coefficients for Project Talent data
underestimate the true reliabilities slightly more than the KR-20 coefficients
for the twenty high schools because the former formula adds the further stringent
assumption that all items in a test are equally difficult. The Project Talent
researchers undoubtedly employed the KR-21 formula instead of KR-20 because the
former is less demanding of information and, therefore, less laborious to com-
pute. The reliability estimates for all schools combined are quite similar to
those for the Project Talent subsample and are satisfactory for short tests.
Finally, for all schools combined the MATH test has higher reliability even when
the two tests are adjusted for differences in length by the Spearman-Brown
Prophecy formula.

Tables B-5 and B-6 in Appendix B present the means and standard deviations
for the two tests by grade and sex, as well as comparable data for a represent-
ative 10 percent subsample of students (not schools) participating in Project
Talent. In calculating the summary measures for the two tests, the Project
Talent researchers appropriately weighted the students from each school in order
that the means and standard deviations are unbiased estimates of the correspond-
ing population values. Thus, the scores in the last row of the two tables ap-
proach as closely as possible those in the U.S. population of high school stu-
dents in 1960, providing a set of national norms or "bench marks" with which the
performance of stuients in the twenty schools can be compared. In comparing the
performance of students for all schools combined with those of Project Talent,
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it is clear that for both tests all grade and sex groups scored higher than the
population of American high school students in 1960. Furthermore, in seventeen
of the twenty schools all sex and grade groups scored higher on both tests than
did the representative sample of U.S. high school students. The three schools
and their exceptions are: School 07--9th, 10th, 11th grade AR, and 12th grade
MATH for boys, and for &ilia all four grades for both tests; School 13--12th
grade AR for both sexes; School 19--10th grade AR for girls.

In the twenty schools and in Project Talent, there is a general tendency
for the mean scores to increase from grade to grade. However, these differences
are small in comparison with differences in performance within grades as meas-
ured by the standard deviation (Flanagan, et al., 1964, p. 3-2).

Boys tend to perform higher on both tests than do girls for th Project
Talent sample, for all twenty schools combined, and within schools." The sex
differences are much smaller for the AR test than for MATH. These sex differ-
ences would appear to be a function of greater interest on the part of boys in
the two areas measured by the tests (Flanagan, et al., 1964, p. 3-2).

Since these systematic sex and year-in-school differences exist, the raw
scores on the two tests were transformed into standard scores by year in school
and sex using the C-scale system (Guilford; 1956, pp, 501-503). The C-scale is
supposed to divide raw scores into eleven categories with a mean of 5.0, limit-
ing classes of 0 and 10, and a standard deviation of 2.0. It thus has an ad-
vantage over standard scores in that no scores have negative signs. This facil-
itatas computations. The procedure did not yield C-score distributions with X's
of 5.0 and a'b of 2.0 fur all the eight sex-grade categories on each of the
tests. To obtain these exact values the procedure requires tests with a large
number of items (or highly divisible scores) to prevent a concentration of sub-
jects at any point along the continuum.45 Table 111-19 gives the X and a for
each sex-grade category for the two tests. None of the 16 distributions yielded
C-scales with X's and I's of 5.0 and 2.0, respectively -. However, the obtained
values do not radically depart from the expected. Certainly the derived scales
yielded values more nearly comparable by grade and sex than raw test scores.
Purthermore, throughout that part of the analysis involving the two academic
tests, both year-in-school and sex of the student are controlled, thus taking
into account the limitations of the C -scala standardization.

The second measure of academic achievement for individual students, in
addition to scores on the mathematics test, are their English grades. Each stu-
dent's grades in English during his tenure in high school were first aggregated
and then converted to a mean using the following scale: 4.0 = A; 3.0 = B;
2.0 = C; 1.0 = D; and 0.9 or less = F. In using English grades as a measure of

44
Schools 10 and 20 provide some exceptions to this statement.

45
Furthermore, as explained by Guilford (1956, p. 494), scaling assumes that

the form of the distribution of the raw scores for the sample is the same as the
population distribution. To the extent that this is not the case (and there are
numerous reasons why the assumption would not hold), the scaling procedure
cannot achieve the exact results predicted by the model.
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TABLE 111-19

C-SCALE MEANS AND STANDARD DEVIATIONS BY SEX AND
YEAR IN SCHOOL FOR AR AND MATH TESTS

Sex-Grade

Category Mean
Standard
Deviation.

MINNIMP.111111 11=1111111101=1,100...."1111

AR Test:

9th Grade Girls 5.3094 2.0629
10th Grade Girls 5.2688 1.9398
11th Grade Girls 5.1960 1.8613
12th Grade Girls 5.1396 1.8424

9th Grade Boys 5.0537 1.9404
10th Grade Boys 5.1585 1.7813
11th Grade Boys 4.9994 1.8103
12th Grade Boys 5.0771 1.6631

MATH Test:

9th Grade Girls 4.7343 2.1091
10th Grade Girls 4.7652 2.2688
11th Grade Girls 4.7505 2.2899
12th Grade Girls 4.6640 1.9562

9th Grade Boys 4.3364 2.2535
10th Grade Boys 4.7627 2.3105
11th Grade Boys 4.9193 2.2298
12th Grade Boys 4.8891 2.2178

411011MMINIIMIL.71.1117DAMI111=101.1111=1,,

academic performance, one faces the problem of comparability of grades. Table
111-2t ti,tves the mean, standard deviation, and Coefficient of Variability on
Englik ,rades for students in each school to whom questionnaires were admtn-
ister,4. A comparison of the average English grades shows a considerable degree
of variation across schools and so does the relative dispersion as measured by
the Coefficient of Variability. Thus one should conclude that at best the grades
are only roughly comparable across schools. (This problem is considered in de-
tail in the next chapter.)

b. Measure of Intellectual Orientation of Students

The intellectual orientation of students, or academic values, was derived
from six questions contained in the student questionnaire, each covering a dif-
ferent topic or situation within the broad realm of intellectualism-achievement.
The six items and relevant summary statistics for the scale are presented in
Table 111-21. The responses to each of the items were dichotomized as speci-
fit4 in the last column of the table, and each respondent was assigned a score
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MEAN ENGLISH GRADES, STANDARD DEVIATIONS, AND
COEFFICIENTS OF VARIABILITY BY SCHOOL

TABLE 111-20

School

Identification Mean
Standard
Deviation

Coefficient of
Variabilitya

IMCIMEN11.111011,

01 2.36 .80 .339

02 2.42 .93 .384

03 2.29 .89 .389

04 2.38 .85 .357

05 1.92 1.16 .604

06 1.95 1.04 .533

07 2.12 .80 .377

08 2.25 .75 .333

09 2.12 .96 .453

10 2.26 .68 .301

11 2.36 .89 .377

12 1.85 .74 .400

13 2.14 .87 .407

14 2,20 .73 .332

15 2.40 .79 .329

16 1.90 1.02 .536

17 2.12 .89 .420

18 2.24 .78 .348

19 2.56 .93 .363

20 2.14 .88 .411

OIOMI1MMIIIII1=1.111111MM.I1MMJMIMIMMII

a
Coefficient of Variability = .

Q

X
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TABLE 111-21

ITEMS IN THE SCALE OF PERSONAL ORIENTATION TOWARD INTELLECTUALISM

Itemsa Percentage
b

r
c "Intellectual"

Responsesd

25. How Respondent Would Use a Free
Hour in School:

1. course; 2. athletics; 3. club
or activities; 4. study hall for
studying; 5. study hall not for
studying.

45. Rank Assigned to "Learning as Much
as Possible in School" Among a
List of Four Alternatives.

136. How Respondent Would Like to be
Remembered in School:

1. brilliant student; 2. athletic
star (boys) or leader in activi-

ties (girls); 3. moat popular.

141. How Important to Respondent to Re-
ceive Good Grades:

1. extremely important; 2. im-
portant; 3. not important.

143. How Satisfying to Respondent to Work
Hard on Studies:

1. extremely satisfying; 2. sat-
isfying; 3. not satisfying; 4. un-
pleasant.

145. How Much Respondent Admires Students
Who are Bright:

1. very much; 2. a little; 3. not
at all.

43.3 .48 1, 4

53.2 .46 1, 2

33.8 .74 1

33.9 .70 1

21.9 .76 1.

61.8 .59

Scale Reliabilitye = .591101

1

aNumbers refer to the identification of the items in the student questionnaire.

b
Percentages are those of a random 10% sample (N = 2,053) of students in each school

answering each item in the keyed or "intellectual" direction shown in the right column of
the table.

c
Tbe coefficients represent the item--total score correlation which is Phi as a pro-

portion of its maximum value.

("Responses were chosen to dichotomize the items as close as possible to the median.

eScele reliability estimate was obtained from the Ruder-Richardson Formula 20.
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based on the number of items he answered in the "high" or "intellectual" di-
rection. Thus, the measure of Personal Orientation Toward Intellectualism (of-
ten referred to as POTI)46 may be appropriately described as a summated binary
rating scale.

The reliability estimate of .59 indicates that the items have an acceptable
level of internal consistency.

c. Measure of Educational Plans

Students' plans about attending college are inferred from their responses
to a single item--Question 270 in the student questionnaire. Students answering
"yes, as a full-time student right after high school" were classified as planning
to attend college and all others answering the item were classified as not plai-
fling to attend. This decision is defended by the fact that a check in each
school of the preceding year's graduates who actually attended college yielded
percentages approximately the same as the percentage of students classified in
this study as having college plans.

d. Measures of Sex, Year in School, and Socio-Economic Background

The measure of each of these three personal characteristics was obtained
from single items in the student questionnaire. Father's education is used as
the indicator of the socio- economic status of the respondent,47 although a num-
ber of other possibilities, mother's education, father's occupation, and number
of books in the respondent's home, were considered.48 It has the highest average
correlation with the other possible indicators and, among the four indicators,
is also the best predictor of performance on the MATH test.

The Statistical Procedure

Researchers concerned with separating "group"
49

effects from individual ef-
fects have been plagued with serious methodological problems. These problems

.0.11.1.11,.......T1

46
Leo C. Riesby must: tear full responsibility for this acronym.

47
Sea item 12A:s in student questionnaire.

48,
t was not feasible to use family income -calyqe of the large loss of cases

attributable to no answer (36.7%) or "don't know" (l.870)--38..W. hf the total sam-
ple.

49
In this context, "group" is used in its most general sense to refer to so-

cial collectivities ranging in complexity from a dyad to en entire society. So-
ciologists have invented a confusing array of terms to refer to the properties
of collectivities which exert effects on the behavior of individual members inde-
22int of their personal characteristics. There are structural effects (Blau,
1960), compositional effects (Davis, Spaeth, and Huson, 1961), contextual effects
(Coleman, Human 0., 1958, and Lazarsfeld and Menzel, 1961), institutional ef-
fects (Culeman, Intro. to Math. Soc., 1964, p. 219), and climate effects (Sills,
L2,1., 1961). One example of the overlapping of meaning is Lazarsfeld's and
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have to do with obtaining spurious group or individual effects because of re-
searchers' failure to adequately control individual and group variables. Thus,
what appear to be group or individual effects may in reality be statistical arti-
facts. Tannenbaum and Bachman (1964), in a highly original work, have shown con-
clusively that such spurious effects are frequently obtained because the cate-
gories of both types of variables are not sufficiently refined to minimize intra-
category variation. Consequently, if the categories of the individual-level vari-
able are not sufficiently refinec% they can enntaminnto group offor.fo anti lonA to

spurious structural effects; on the other hand, if the categories of the group
level variable are not precise, they can contaminate individual effects and lead
to spurious individual effects.

Tannenbaum and Bachman (pp. 589-592) suggest two strategies to minimize the
problem of spurious group or individual effects. First, use as many categories
as possible on both types of variables, giving greater precision of measures. Of
course, a large number of categories result in great variations in the number of
cases in different categories which in turn can result in unreliable estimates of
the effects of independent variables on the dependent. It is evident that the
optimum number of categories to use varies with the particular research problem.

Secondly, a thorough analysis of the relative effects of the group and in-
dividual level variables.on the dependent variable can be conducted through
multiple-regression techniques.

The procedure of analysis employed in this study utilizes both of these
strategies. The multivariate technique of analysis used has been shown by Boyle
(1966, impublished) to coincide formally with multiple regression of dummy vari-
ables. It is a modification of the multivariate technique developed by Coleman
(1964, Chap., 6). Before describing the modification of Coleman's technique, it
is important to briefly explicate his original model. The model is a continuous-
time, discrete-space Markov process for attribute data in which the magnitude of
the effect of the independent attribute on the dependent one, ai, is obtained by
taking the difference between the proportions positive ou the dependent attribute
under conditions of presence and absence of a dichotomous independent attribute."
The generalization of the technique to an n-attribute multivariate table is viewed
by Coleman as analogous to a factorial design in analysis of variance for quanti-
tative data. For each independent attribute, i, there are 2n'1 estimates of ai
ottained from the 2i1-1 comparisons between presence and absence. This means that
for each independent attribute a partialed ai can be computed by taking the mean
2Thm1 estimates, In calculating this average, each estimate is weighted inversely
proportional to its estimated variance which gives a Idahed average partialed
ai with minimum variance. This weighting procedure is introduced in an attempt
to minimize the problem of variation in the number of cases in the cells used to

Menzel's contextual effects and Blau's structural effects. The present authors
probably contribute to this confusion by using the terms °institutional," "en-
vironmental,': and "climate" effects interchangeably. However, the terms are sub-
stituted for cue another to lessen redundancy in the text.

50
The brief explication of the eledel appearing in this paragraph is taken

from McDili and Colemau (1965, p. 115).
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compute the effect of a given independent attribute on the dependent one. The
weight is

P. ( 1.)
1

where A
.

2 =a.
ni

P (1-P )
A 2
a =

. n

1

2 2

VA

P
i

= the proportion positive on the dependent attribute with
attribute i present;

P = the proportion positive with attribute i absent; and

n and n = the number of cases on which these proportions are based.

The al's partition the P's into components accounted for by each of the inde-
pendent attributes. For example, take the hypothetical case of two independent
variables, I.Q. and father's education, which have been dichotomized, and a de-
pendent variable, performance on a mathematics achievement test, which is also
dichotomized. Then the proportion with "high" math scores P12, who have "high"
I.Q. and fathers with "high" education is P12 = al a2 r, where r represents
the proportion with high math scores that is unexplained.

Expressed in slightly different terms, the model involves finding the mini-
mum E(Pi-Piw)2 and successively minimizing the sum of squared deviations for each
of the different components of Pi*, where Pi is the observed proportion in the
it" partition of the sample and Pi* is the estimated proportion in the ith parti-
tion which would be generated by the effect parameters after they have been ob-
tained (Coleman, 1964, p. 195-196).

The model can also be used to measure the effects of polytomous independent
attributes, either ordered or unordered (Coleman, 1964, pp. 213-224), on dichot-
omous dependent attributes by computing an increment of effect for each category
above the effects of the categories which rank below it. If, for example, a
trichotomized independent attribute which has ordered categories is involved,
two effect parameters are computed--one for each successive pair of ordered
categories instead one overall effect parameter for the dichotomized case.
The equations for the two effect parameters for a trichotomized independent at-
tribute are identical to those for the three-attribute dichotomous case because
each gradation of the ordered attribute is treated as a dichotomy acting in con-
junction with two other dichotomies (Coleman, 1964, p. 215).

In addition to computing the effect of a single category change in the or-
dered attribute just described, Coleman provides effect parameters for polytomous
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attributes to answer a very important question (p. 218-219): What is the effect
of the ordered variable when it is standardized to be comparable to measures of
effect for dichotomized attributes? In other words, how does one compare meas-
ures of effect of different attributes independent of the number of categories?
This is accomplished by assuming that the ordered attribute is dichotomized at
the middle category and then determining the average number of categories sepa-
rating the collapsed segments. Then by multiplying the a4 (obtained by taking
the average of the ai's for each category change) by the average number of cate-
gories separating the collapsed segments, a value comparable to the dichotomous
effect estimate is obtained. Coleman has devised tests of significance for ef-
fect parameters for dichotomous independent attributes and for the effect param-
eter of a single category change in the ordered variable (pp. 205-210).

As noted earlier, the present investigation employs a slightly modified
version of Coleman's stochastic model which was developed by Richard Boyle.51
Boyle develops two fundamental points directly relevant to the present research.

First, he makes the important distinction between statistical techniques
which deal with two different types of substantive problems--one in which the
researcher makes assumptions about the direction of causality between attributes
and the other he does not. For the first type of problem, statistics which pro-
vide a measure of the "effect" of an independent attribute are appropriate, and
Coleman's model belongs to this class of statistics. For the second type of sub-
stantive problem, statistical techniques which provide a measure of the amount of
"explanation" an independent variable provides for the dependent variable are ap-
propriate. Two conditions distinguish between measures of "effect" and measures
of "explanation": effect measures are concerned with how much larger predictions
of the dependent attribute are, given the presence of the independent attribute
relative to its absence, while the latter are concerned with the proportional im-
provement in accuracy of estimation of the dependent variable by using a given
independent variable. The second distinguishing condition is that measures of
explanation must take account of the marginal distribution of the sample over the
independent variable, while measures of effect must not. Be concludes this point
by stating:

"If the substantive theory guiding an investigation makes as-
sertions of the form, 'a certain condition of X causes a cer-
tain condition of Y, and not vice versa,' then statistics
based on effect are appropriate. This does not mean that the
goal of making good predictions is ignored--it is postponed.
The first task is to find statistics which interpret data ac-
cording to the assumptions of an explicit substantive theory.
The second task is to evaluate the validity of that interpre-
tation." (pp. 2-3).

51
Boyle has explicated Coleman's model to make it more intelligible to the

mathematically unsophisticated as well as corrected one of its weaknesses. The
writers are deeply indebted to Professor Boyle for the discussion which follows.
The two computer programs, one for the IBM 1401 and the other for the IBM 7094,
which are used in the present analysis to compute effect parameters and which
incorporate Boyle's modifications of the original Coleman model, were written by
Nancy Karweit and James S. Coleman, respectively.
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Clearly, the basic substantive proposition of the present research involves a

one-way causal sequence; namely, that the school environment is partly responsi-

ble for variation in the academic behavior of students. Therefore, a statisti-

cal test which gives estimates of "effect" is appropriate.

The second basic contribution of Boyle's paper is to modify Coleman's pro-

cedure to make it more appropriate for dealing with small subsamples; that is,

for d-veloping offortiup uwighting prneedure to handle the crucial .problen

of variation in the number of cases in cells on which the proportion differences

in the dependent attribute are computed. As noted above, Coleman's weighting

procedure involves weighting each proportion-difference according to the inverse

of the estimate of its variance. However, as Boyle (1966, p. 5) points out,

this procedure is weak in that small subsamples provide poor estimates of popu-

lation variances. He suggests an alternate procedure which is to compute effect

estimates based on individual cases, not on subsample proportions. Thus effect

parameters are obtained by computing a weighted average of separate proportion-

differences (Pi-Pi), with the weighting function being nindnifti. He demon-

strates that this approach to the weighting problem leads Eo a procedure for
dichotomous independent attributes which is mathematically equivalent to multiple
regression analysis of dummy variables. Furthermore, this revision of Coleman's

technique (Boyle, 1966, unpublished, p. 8) can be used to compute estimates of

effect for polytomous independent attributes on dichotomous dependent attri-

butes.52 Since Tannenbaum and Bachman (1964) have shown that multiple regression
is an especially useful tool in handling the problem of spurious group and indi-

vidual effects in contextual analysis, Boyle's slightly modified version of

Coleman's multivariate model seems well suited for the substantive problem under

investigation in this. study.

.?

Finally, the appropriateness of using ',:ests of significance for the effect

parameters should be considered since the sample of schools was not randomly se-

lected. As noted by Turner (1964, p. 22), with such a sample it is not possible

to determine exactly how large a relationship must be before one can be confident

that it applies to the relevant population. Thus, one could argue that teets of

significance are inappropriate for the present data.

However, Turner offers a plausiblereply to such an argument. It is still

important to set a minimum level beneath which any observed relationship should

be ignored. The level chosen for the larger study53 is .01. With such a large

sample very small effect paramters are significant far beyond this level. For

this reason primary importance is attached to the magnitude of the effect param-
eters,not their level of significance. Nevertheless, chat:wing the .01 level pro-

vides a guideline for completely discounting a relationship, as well as giving
the reader information to use in evaluating substantive conclusions based on the

effect parameters.

1111.=mrrarrMa

5`For the use of this technique in a recent substantive investigation, see

Boyle (1966, 4a).

53The "larger study" excludes the segment of the research deal e.with the
differential effects of school climates on the matched subsample .e c4egro and

white students. This subsample presents special statistical prCgems which are
discussed in detail later in the report.

".71:47,4a4N,1744.44.1"tai.4444...WWW2rz.vaidlgal...160-"iww.4*156WitiirchasaarrodiftAruiurs.auedwocti.....
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Classification Scheme for Variables

As noted earlier in this chapter, in attempting to minimize the likelihood
of obtaining spurious group or individual effects in the multivariate analysis
employed in this type of study, it is important to use as many categories as
feasible for each variable in order to increase the precision of measures. Of
rOnvee, the of cases Within the eei-eger4ee of the veriables is reduced
as the number of categories is increased. Using Boyle's modified version of
Coleman's multivariate technique partially alleviates this problem. Neverthe-
less, the researcher has to compromise the two conflicting demands of using as
many categories as possible on the group and individual level variables while
simultaneously maintaining as many cases as possible in all cells. In the pres-
ent analysis an attempt was made to achieve the optimum number of categories on
both the group or climate level measures and the individual level intervening
variables.

Throughout much of the analysis, the effects of each of the six climate di-
mensions on various dependent attributes are determined while holding constant
sex, father's education, mental aptitude, and year in school. Obviously the
simultaneous introduction of five independent variables requires collapsing of
categories on each of the variables. For each of the six dimensions of school
climate (measured by factor scores), schools were ranked and then collapsed into
quartiles.54 Although it would have been preferable to retain each schcoi as a
separate category in the analysis, this was not feasible given the great vari-
ation in size of institutions and the necessity of controlling the effects of
the four personal characteristics enumerated above. Furthermore, since one of
the primary objectives of the research is to assess the impact of school cli-
mate on individual behavior'and since Tannenbaum and Bachman (1964, p. 589) have
shown that to minimize the likelihood of obtaining spurious group level effects
it is most important to strictly control individual level characteristics, the
collapsing of factor scores into quartiles is a necessity. Comparing the ef-
fects of the factor scores on the dependent variables using school quartiles as
opposed to retaining each school separately revealed that the former classifi-
catory scheme does not give appreciably different results.

Scores on the Abstract Reasoning Test were used in the following manner to
classify students into four categories of mental aptitude: Quartile 1 = C-scores
0, 1, 2, 3, and 4; Quartile 2 = C-score 5; Quartile 3 = C-score 6; and Quartile
4 = C-scores 7, 8, 9, and 10.

Father's education was collapsed in the following manner to obtain a meas-
ure of the socio-economic background of students: I = stsdents whose fathers
were not high school graduates; 2 = students whose fathera had received tin high
school diploma; 3 = students whose fathers had some college; 4 = students uhuse
fathers had received at least the bachelor's degree.

Grade in school was trichotamized, with 9th and /0th grade collapsed in one
category and 11th and 12th grade retained as separate categories.

ftM11.10.1ft4,0alaHfrO6M7wa..cantaw, momu
54
Quartile rankings of each school on the six factors are presented in

Table B -7 in Appendix B.

'y;;; ,kv3 'AMPIIR140gPeal SARVIft ,1121.71,.r. a,,er

,4taymega.24.1iatzaw.138,e044,14,40mAxt.....,4,104 . - Arciattlibi



All dependent attributes except college plans
55

were dichotomized as close
as possible to the median. For mathematics performance this resulted in stu-
dents having C-scores on the math test of five or higher being categorized as
"high" and those with C-scores between zero and four classified as "low." Stu-
dents' English grades were classified as follows: those with an average of 2.1
or greater (i.e., higher than "C") were labelled "high," and those with "C" or
less average as "low." On the summated binary rating scale measuring FOTI, those
resp^nAnts g4e4ng responses to three or ore of the six items
were classified as 'high" and all others as "low."

Table 111-22 gives the marginal distributions for the six climate dimen-
sions, the "intervening" individual variables, and the dichotomized dependent
attributes based on the classification scheme just elaborated. An inspection
of the table reveals that for all three types of attributes the classification
scheme resulted in distributions which are roughly rectangular, which is im-
portant for maintaining as many cases as possible in cells when controlling the
effects of several attributes simultaneously. The percentage of students for
whom data are missing is quite small for all attributes except the AR and MATH
tests. The implications of missing data on these two tests for substantive con-
clusions have been discussed earlier in this chapter.

To give an indication of the degree of precision of the above classifica-
tion scheme as it is employed in the analysis, consider the following example.
data for which are presented later in the report: measuring the effects of
factor scores derived from Factor I, absence of academic emulation, on the math-
ematics performance of students while simultaneously controlling the effects of
sex, year in school, mental aptitude, and family SES. Controlling the effects
of these five attributes simultaneously, partitions the sample of students into
384 categories (4 x 2 x 3 x 4 x 4 = 384), resulting in a high degree of preci-
sion for the measurement of both the climate and individual level attributes.
Furthermore, Coleman's technique will give estimates of the effect of each of
the five attributes on the dichotomized dependent ettributeiekatallat of the
effects of the other four, providing a powerful multivariate design.

55
The collapsing procedure for, this attribute was describe earlier iu The

chapter. See p. 111-54 above.
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Chapter IV

ZERO-ORDER CLIMATE AND INDIVIDUAL EFFECTS
ON ACADEMIC BEHAVIOR OF STUDENTS

Introduction

The first objective of this chapter is to present the zero-order effects of
each of the six climate dimensions on the three aspects of academic behavior. Af-
ter this presentation is made, the zero-order effects of each of four- individual
level attributes--ability level, sex, socio-economic background, and year-in-
school--on the dependent attributes will be discussed.

The degree of relationship between each of these four individual character-
istics and the dependent attributes must be determined since any zero-order ef-
fects of school climate are possibly a function of uncontrolled variation in
these personal and background characteristics. Consequently, each of these four
individual characteristics which has a significant relationship with the depen-
dett attributes will be introduced subsequently as a control'in the analysis of
climate effects on academic behavior. It should be emphasized that all zero-
order effects of climate dimensions on the dependent attributes presented in this
chapter are unweighted effect estimates rather than weighted. Unweighted esti-
mates are presented because when one weights the proportions he implicitly as-
sumes that deviations between the actual proportions and the estimated proportions
derived from the model are attributable to sampling variations. However, devia-
tion of the cbserved data from the model could be attributable to the systematic
effects of other factors, which means that the deviations would remain regardless
of the sample size (Coleman, 1964, p. 202). When the numbers of cases on which
the proportions a-1-e based are large, as they are in every instance in the tables
in this chapter, the use of the unweighted technique is more appropriate. In sub-
sequent chapters, where higher-order partialing is carried out and the size of
subsampies upon which various proportions are based varies greatly, use of the
weighted technique will become a necessity.

As noted in the preceding chapter, the effect estimates may be interpreted
as direct estimates of averages for proportion differences in the case of dichot-
omous independent attributes and approximate estimates of averages for proportion
differences for polytamous attributes (Boyle 1966, p. 13, unpublished}.

Climate Effects on Educational Plans

Turning to the effects of the six dimensions of school climate on college
plans presented in Table IV-1, it can be seen that each of them has an effect in
the direction which would be expected on the basis of the substantive content of
the factors.' Scores on the first factor are negatively and monotonically related
to the dependent attribute. This relationship indicates that the more emphasis on
academic performance, competitiveness, and intellectualism by both faculty and.11(

AIROIINIIMO.J..1111111C1.11110

1
That is, one would expect climate dimensions I, II, and IV to have negative

relationships with each dependent attribute. Conversely, climate dimensions III,
V, and VI would be expected to be positively related to the dependent attributes.

IV-1
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students in the school environment, the larger the proportion of students plan-
ning to pursue their formal education beyond the high school level.

The second dimension of school climate, absence of intellectualism-
estheticism, is only slightly less negatively related to students' plans than
the first. This indicates that the more the atmosphere encourages an intrinsic
val es nf knnwlacigA and the mnrA tAarhA-rn nrA. Amntinnally ntippnrtivo nf etnaents,

the greater the proportion of students with firm intentions to attend college.

The third aspect of school climate--which reflects the degree of cohesion
among students, an emphasis on democratic values and intellectual standards for
social recognition among students, and a commitment to knowledge of the liberal
arts--is monotonically related to educational plans in a positive direction.

The negative relationship of scores on Factor IV to the dependent attribute
indicates a tendency for those schools lacking a strong press toward scientism to
have a smaller proportion of their students planning to enter college than those
which strongly encourage excellence and achievement in this broad substantive
area. However, the relationship is not monotonic, with a reversal in the pro-
portions between the second and third quartiles.

The positive and monotonic relationship of scores on Factor V to college
aspirations suggests that the greater the value placed on the humanities by
teachers and students and the greater their emphasis on achievement and on an
intrinsic value of knowledge, the higher the proportion of students with college
aspirations.

The magnitude of effects of each of the first five dimensions on educational
plans is roughly equal. However, the estimates of effect for the sixth dimension,
dealing with the criteria for social recognition among students, is only approxi-
mately half that for each of the other five. Furthermore, the relationship is
non-monotonic, with reversals between the first and second and third and fourth
quartiles. However, overall there is a slight positive relationship between peer
group rewards for intellectualism and schievement and a firm commitment to enroll
in college. Explanation of the smaller effects of the sixth dimension of school
milieu than the other five on educational aspirations will be postponed until
Chapters V and VI which examine in detail the effects of peer-group status on the
dependent variables. Suffice it to mention here that the sixth dimension also
has smaller effects on both math and English achievement than do the first five
dimensions of school environment.

Climate Effects on Mathematics Performance

Table IV-2 gives the relationship of the school rankings on the six factor
scores to performance on the mathematics test. The first, second, and third di-
mensions are monotonically related to performance, while the fourth and fifth
each have a single reversal across quartiles. The sixth dimension effects could
best be described as curvilinear since there are two reversals over the four
quartiles. However, its overall effect standardized to a dichotomy is positive.
Just as is true for college aspirations, the effect of the sixth dimension on
math achievement is considerably less than is the case for each of the other
five dimensions.
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The pattern of effects for the six dimensions is quite similar to that for
college plans. Each of them is related to math performance in the same direction
as to college aspirations. The first five dimensions have a slightly greater ef-
fect on achievement than on aspirations; however, the magnitude of the differences
is certainly negligible. On the other hand, the sixth dimension has a slightly
weaker effect on math performance. The comparability of the climate effects on
math achievement and college aspirations is not surprising since at both the in-
dividual and ecological levels, performance oa the math test is the variable most
highly correlated with college aspirations.2

Climate Effects on English Performance

The data in Table 1V-3 indicate that measures of school milieu have appre-
ciably lower effects on English grades than those shown above for college plans
and achievement in mathematics. Inspection of the six effect parameters stand-
ardized to dichotomous form reveals the relationships are in the expected di-
rection. However, for none of the aix factors is there a monotonic relationship
between climate quartiles and proportion of students with higher than "C" average
in English.

On a grounds there is AO reason to expect the climate effects on
English performance to be systematically lower than those on math performance.
A plausible explanation for this discrepancy is that English grade average is
not an adequate =leisure of achievement in this area. Stated differently, this
measure of performance is not a comparable measure of English achievement across
schools. Other research has shown that grading standards and teachers' academic
expectations of students vary with, the predominant class background of the stu-
dent clientele (Wilson, 1963).

In the present research it appears that the substantive meaning of English
grades varies across schools.3 One empirical test of this contention is to de-
termine whether English grades and scholastic ability are correlated to the same
degree as are math scores and scholastic ability. One can argue that although
verbal and quantitative skills are far from perfectly correlated (either on the
individual or aggregate level) it should be true that valid measures of each will
be correlated to a relatively high degree with average ability level. This was
the case in Project Talent (Flanagan et al., 1964, Table 2-7); the product-moment
correlation between AR scores and performance on a comprehensive 114-item achieve-
ment test in English was only slight lower than that between AR scores and the
math test employed here. However, in the present traalysis the product-moment
correlation between mean math score and mean ability level of schools (AR scores)

OPIMMEIMM!IMOWNIMMINORNMAM,

2
These product-moment correlations are .858 and .520, respectively.

3
As shown in Table 111-20 of the preceding chapter, the distributions of

grades are not highly comparable across schools. This problem could be remedied
by a standardization procedure. Yet, the original problem of variation in mean-
ing of grades from school to school would not be obviated by this procedure: The
"A" in English in a high quality school (e..g., number 04) reflects greater over-
all achievement in the subject than does the same grade in a school of inferior
quality.
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IV- 7

is .822, while the correlation between mean English grades and mean ability level
is only .057.4

All of the above evidence forces the conclusion that English grade averages
are not an adequate measure of performance between schools. Consequently, Eng-
lish grades will be deleted from the analysis in ensuing chapters as a measure
of achievement when comparisons are to be made across schools.

Climate Effects on Intellectual Values

In Table IV -4 a presentation is made of climate effects on the intellectual
values of individual students. For each of the six dimensions the standardized
dichotomous effects are in the direction consistent with the effects on educa-
tional aspirations and performance. However, with one exception, the effects
are less than half as strong for intellectual values as for college plans and
math achievement. Only the effects of the sixth dimension are of roughly the
same magnitude for all three dependent attributes. Furthermore, all of the re-
lationships of the first four dimensions to intellectual values are non-monotonic.
Thus, on the basis of zero-order relationships in Tables IV-1, IV-2, and IV-4 the
tentative conclusion5 must be reached that the educational and social milieu of
the school is less important in its effects on students' academic values than on
their educational plans and achievement.6 An attempt to explain this finding
will be postponed until late in the chapter after the relationship of personal
and family background characteristics to the dependent attributes has been ex-
plored, since these individual level characteristics are also leee highly asso-
ciated with intellectual values than they are with college desires and perform-
ance.

Effects of Personal and Family Background
Characteristics on Academic Behavior

This section summarizes the relationship of four individual level attri-
butes--scholastic ability, father's education, year in school, and aex--to each
of the dependent attributes. There is a wealth of empirical evidence available
on the relationship of ability, family SES, and sex to academic performance.
The relationship of each of these variables to the dependent attributes will be
compared with the findings of previous research at tapropriate places below.

4
This discrepancy also holds at the individual level. See Tables IV-6 and

IV-7 below.

5
The term tentative is used here because personal attributes of students

such as ability level, sex, and family SES have not yet been controlled, which
could appreciably affect the results of these three tables.

6
This finding is consistent with Boyle's results (1966) in his study of the

effect of the socio- economic context of the high school on the college aspira-
tions of Canadian girls. Using the same statistical technique employed here, he
found that the effect of the socio- economic context of the school on aspirations
with family SES controlled was .25. However, its effect on intellectual occu-
pational values (i.e., a preference for a job involving "creativity" as opposed
to "security") was only .10.
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IV-9

a. Effect of Individual Attributes on Educational Plans

Ability level, family SEA (as measured by father's education) and grade in
school are all positively and maeotoaically associated with educational aspira-
tions, as shown in Table IV-5. Also, a slightly higher percentage of boys than
girls plan to enroll. The results indicate that family SB,S is the best predic-
tor with ability almost as strongly related. Of course, if actual attendance
were the dependent variable the effect of ability might be greater than family
g" ethee some respondents are undoubtedly unrealistic or overly optimistic about
enrolling. However, the results are consistent with those of Michael (1961,
p. 594) in his analysis of a nationally representative sample of seniors in 500
public high schools in 1955 by the Educational Testing service. Me found that
the student's socio-economic background exerted a slightly greater influence than
his ability level.

The slightly higher proportion of upperclassmen having firm college inten-
tions can be plausibly explained by two factors-- school dropouts and the in-
creased salience of a college education for the remaining students as they prog-
ress through high school. Most sabool dropouts occur before the senior year,7
and they come in disproportionate numbers from lower socio-economic backgrounds
and have lower aptitude and achievement levels. Secondly, as students wove
through their high school careers they increasingly come to realize the twor-
tance of the college degree for a desirable occupation and time high prestige
in American society.

Finally, the discovery that a slightly larger proportion of vales have col
lege plans is not at all surprising. A larger number of studies are cited by
Geezer and Hjelm (1961, p. 7) and Sewell (1964, pp, 24-25) which clearly indi-
cate that boys are more likely than girls to have college plane and also to at-
tend college. This would appear to be explicable in terms of the greater im-
portance of a college education for preparing boys for a desirable occupation
(McDill and Coleman, 1963, p. 917).

b. Effect of Individual Attributes on Mathematics Performance

The data for these effects are given in Table IV-6. Here the relative mag-
nitude of effects of ability and father's education are the opposite of those for
educational aspirations, with the former accounting for a larger proportion of
variation. The high degree of association between ability and math performance
is consistent with the findings of numeroue studies which demonatrate the con-
siderable predictive power of intellective factors for performance.8

Of course, the substantial effect of family SES on math achievement is not
surprising since it is the social background factor which has beer t phowA to be

.011=1110.01111.

7Note that the increase in college plans is greater between the nth and
12th grades than between 9th-10th and 11th.

8
An excellent summary of research in this area is found in Lavin (ltt*5,

Chapter 4), who notes that the correlation is higher at the high school level
than at the college level which he explains in terms of the restricted range
of ability at the college level.



a;
,;,

?.
.4

'
ga

;
ai

t.,
ita

. .
14

1:
6 

*4
-4

1,
1'

T
A
B
L
E
 
I
V
-
5

P
R
O
P
O
R
T
I
O
N
 
O
F
 
S
T
U
D
E
N
T
S
 
W
I
T
H
 
C
O
L
L
E
G
E
 
P
L
A
N
S
 
B
Y
 
E
A
C
H
 
O
F
 
F
O
U
R
I
N
D
I
V
I
D
U
A
L
 
A
T
T
R
I
B
U
T
E
S
:

A
B
I
L
I
T
Y
 
L
E
V
E
L
,
 
F
A
T
H
E
R
'
S
 
E
D
U
C
A
T
I
O
N
,
 
Y
E
A
R
 
I
N
 
S
C
H
O
O
L
,
 
A
N
D
 
S
E
X

U
A

Y
1.

31
..n

at
io

da
..1

I

I
n
d
i
v
i
d
u
a
l
 
A
t
t
r
i
b
u
t
e
s

fli
fe

ll1
11

1M
IM

IO
N

V
I

C
a
t
e
g
o
r
i
e
s
 
f
o
r
 
I
n
d
i
v
i
d
u
a
l
 
A
t
t
r
i
b
u
t
e
s

fli
01

.1
00

.0
11

.1
A

r

U
n
w
e
i
g
h
t
e
d

E
s
t
i
m
a
t
e
s
 
o
f

E
f
f
e
c
t
 
S
t
a
n
d
a
r
d
i
z
e
d

t
o
 
D
i
c
h
o
t
o
m
o
u
s

F
o
r
m

L
e
v
e
l
 
o
f

S
i
g
n
i
f
i
c
a
n
c
e

10
11

0.
17

11
11

1I
Y

M
.A

M
III

IM
M

A
IN

IM
M

Ill

l
a
b
i
l
i
t
y
 
L
e
v
e
l
 
(
A
R
 
S
c
o
r
e
s
)

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
C
o
l
l
e
g
e
 
P
l
a
n
s

N
u
m
b
e
r
 
o
2
 
C
a
s
e
s

l
o
w

1

0
4
1
3

(
5
,
9
2
7
)

l
o
w

2

.
6
0
2

(
4
,
3
1
4
)

3 .
6
6
3

(
4
,
0
3
5
)

h
i
g
h
4 .
7
5
4

(
4
,
5
8
6
)

h
s
g
h

.
2
2
3

.0
1

I2 0
F
A
t
h
e
r
'
s
 
E
d
u
c
a
t
i
o
n

1
2

3
4

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
C
o
l
l
e
g
e
 
P
l
a
n
s

.
3
8
6

.
5
5
3

.
6
8
5

.
7
8
8

.
2
6
8

.
0
1

N
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
5
,
2
9
5
)

(
5
,
1
6
0
)

(
2
,
9
2
2
)

(
5
,
8
9
1
)

Y
e
a
r
 
i
n
 
S
c
h
o
o
l

9
 
÷
 
1
0

1
1

1
2

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
C
o
l
l
e
g
e
 
P
l
a
n
s

.
5
6
3

.
5
8
5

.
6
3
3

.
0
4
7

.
0
1

N
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
8
,
4
2
9
)

(
6
,
5
2
6
)

(
5
,
1
3
0
)

S
e
x

F
M

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
C
o
l
l
e
g
e
 
P
l
a
n
o

.
5
7
3

.
6
0
3

.
0
3
0

.
0
1

N
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
9
,
9
3
5
)

(
1
0
,
1
5
0
)

.1
1.

11
1Y

S
IN

11
.7

11
11

11
1W

LD
IR

W
IW

IM
M

I

*,
.0

1
s.

. n

t5



T
A
B
L
E
 
I
V
-
6

P
R
O
P
O
R
T
I
O
N
 
O
F
 
S
T
U
D
E
N
T
S
 
W
I
T
H
 
H
I
G
H
 
S
C
O
R
E
S
 
O
N
 
M
A
T
H
E
M
A
T
I
C
S
 
T
E
S
T
 
B
Y
 
E
A
C
H
 
O
F
 
F
O
U
R
 
I
N
D
I
V
I
D
U
A
L
A
T
T
R
I
B
U
T
E
S
:

A
B
I
L
I
T
Y
 
L
E
V
E
L
,
 
F
A
T
H
E
R
'
S
 
E
D
U
C
A
T
I
O
N
,
 
Y
E
A
R
 
I
N
 
S
C
H
O
O
L
,
 
A
N
D
 
S
E
X

.1
1M

i
"1

11
11

A
al

io
nm

1I
M

C
M

11
11

11
01

11
1.

41
/Y

14
U
n
w
e
i
g
h
t
e
d

E
s
t
i
m
a
t
e
s
 
o
f

E
f
f
e
c
t
 
S
t
a
n
d
a
r
d
i
z
e
d

t
o
 
D
i
c
h
o
t
o
m
o
u
s

L
e
v
e
l
 
o
f

I
n
d
i
v
i
d
u
a
l
 
A
t
t
r
i
b
u
t
e
s

C
a
t
e
g
o
r
i
e
s
 
f
o
r
 
I
n
d
i
v
i
d
u
a
l
 
A
t
t
r
i
b
u
t
e
s

F
o
r
m

S
i
g
n
i
f
i
c
a
n
c
e

M
11

11
M

M
.1

cm
rI

m
1

l
o
w

1
A
b
i
l
i
t
y
 
L
e
v
e
l
 
(
A
R
 
S
c
o
r
e
s
)

2
3

h
i
g
h
.

4

U
N

IM
IP

A
IL

M
IIM

P
IV

A
IS

C
IN

N
IM

M
III

M

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
H
i
g
h
 
S
c
a
r
e
s

.
2
5
3

.
5
1
6

.
6
1
8

.
7
7
8

.
3
5
0

.
0
1

N
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
6
,
0
3
7
)

(
4
,
3
6
2
)

(
4
,
0
8
0
)

(
4
,
6
2
0
)

l
o
w

h
i
g
h

F
a
t
h
e
r
'
s
 
E
d
u
c
a
t
i
o
n

1
2

3
4

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
H
i
g
h
 
S
c
o
r
e
s

.
3
6
9

.
4
7
3

.
5
9
0

.
6
8
5

.
2
1
1

.
0
1

N
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
5
,
0
1
8
)

(
4
,
9
0
9
)

(
2
,
7
6
9
)

(
5
,
6
0
3
)

Y
e
a
r
 
i
n
 
S
c
h
o
o
l

9
+
1
0

1
1

1
2

P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
H
i
g
h
 
S
c
o
r
e
s

.
4
8
6

.
5
4
9

.
5
3
3

.
0
3
1

.
0
1

N
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
8
,
0
7
9
)

(
6
,
1
6
9
;

(
4
,
8
5
1
)

S
e
x
P
r
o
p
o
r
t
i
o
n
 
w
i
t
h
 
H
i
g
h
 
S
c
o
r
e
s

.
4
9
6

.
5
4
0

.
0
4
4

.
0
1

H
u
m
b
e
r
 
o
f
 
C
a
s
e
s

(
9
,
3
5
6
)

(
9
,
7
4
3
)

`V
,r

7,
 4

t,-
-;

74
.1

':o
r.

V
nr

41
rt

M
ik

tle
ei

-7
:r

ei
rr

e:
S

11
7r

4"
-'7

1,
11

sv
ar

em
r,

W
P

nv
i.:

10
11

V
ir.

 :*
*.

cv
:1

0
tA

vr
re

'^
..i

rr
'2

,T
og

,"
A

;r
, r

eV
rt

W
w

.Y
.P

rv
3r

):
11

21
e.

M
.tr

fp
,M

T
, ,

Ifv
!!A

,

I
g
t
e
W
S
N
W
M
1
6
 
.
2
;
,
/
-
A
r
i
P
A
I
I
R
5

C
p.

,

-
I

(1
7)

.

fr
ig



IV-12

most consistently related to academic performance. As noted by Lavin (1965,
p. 123), SES is a summarizing variable; that is, it symbolizes a host of values
and motivations which are associated with achievement. Based on his review of
the literature Lavin posits two major factors which SES summarizes: intelligence
and the "achievement syndrome". The relationship of intelligence to family back-
ground is too well known to require elaboration here. However, since the liter-
ature reveals that the relationship between SES and performance does not disan-
peer when TQ 4s controlled, it is evident SES summarizes other important factors.
Two of the more well documented of these are achievement motivation and achieve-
ment values (Lavin, 1965, p. 125). An abundance of carefully conducted research
in recent years has consistently shown that SES is related to these two factors.
Much of this evidence is based on studies of child-rearing practices among vari-
ous social strata which demonstrate that middle-class parents are more likely to
inculcate in their children high educational aspirations and values and the
"achievement syndrome" than are working- and lower-class parents.

The slight positive relationship of year in school to math performance and
the fact that males have higher scores than females is attributable to the con-
centration or "bunching" of students' scores on the test which rendered infea-
sible a perfect standardization of test scores by grade and sex using the C-scale
system.9 However, these inadequacies are compensated for by controlling sex and
year in school in those parts of the analysis where the two variables are rele-
vant.

c. Effect of Individual Attributes on English Grades

A comparison of the effects of ability level and family SES on students'
average English grades presented in Table IV-7 with their effects on mathemat-
ic.: performance reveals that the two individual attributes account for consid-
erably less variation in the former than in the latter. This difference adds
further corroboration to the point emphasized earlier that English performance
does not have the same substantive meaning in different schools. The degree
of relationship of ability level and SES to English performance for all schools
combined is undoubtedly explained by the consistent effects within schools of
each of these factors. That is, even though English grades are not a reliable
measure of achievement between schools, they represent a fairly consistent
measure of achievement within institutions, and students with higher mental ap-
titude and from families where achievement is more highly valued and intellec-
tual skills are more systematically inculcated in children achieve at higher
levels than their less able and less intellectually sophisticated counterparts.

There is a positive and monotonic effect of grade in school on achievement
in English just as for college clans. The explanation here would seem to be
attributable to the same two factors as for college plans discussed in section
a. above; namely, dropouts and the increased importance of high grades for up-
perclassmen in order to be admitted to college.

MIMI&

9
See pp. 50-51 of Chapter III for a discussion of this problem.
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In contrast with the effect of sex on math performance, 10 girls have sub-
stantially higher English grades. This finding is consistent with a number of
studies cited by Lavin (1965, p. 129) which demonstrate that females have higher
academic performance than males.11 Furthermore, Lavin concludes that the per-
formance of females is more consistent with their ability than Is true for males;
that is, the correlation between IQ and achievement is higher foz girls than for
boys. The most plausible interpretation of sex differences in academie perform-
ance is found in the qualitatively different 'socialisation process for the two
sexes. These differences result in wore conforming behavior, ateitudes,and val-
ues on the part of girls; and high academic performance is an example of con-
forming behavior in terms of adult norms in American society. Thus, girls have
higher achievement in schools because of hlgher motivation and better study
habita..12

Finally, these sex differences in English performance are consistent with
those found on the comprehensive English achievement test in Project Talents
uirls scored systematically higher than bcys in this subject as well as on all
other tests that are measures of language skill (Flanagan, et al., 1964, p. 3-2)
This was explained by girls having higher interest in languages just as was the
higher performance of boys in mathematics accounted for by a greater Interest
and curiosity in this area.

d. Effect of Individual Attributes on Personal Orientation Toward intellec-
tualism

Table IV-8 indicates that there is a positive and monotonic effect of abil-
ity, family SES, and year in school on students' intellectual values.0 However,
the effect of each of these three personal characteristics on this attribute is
considerably less than for any of the other three dependent attributes discussed
earlier in this chapter--college plans, math achievement, and performance in
English. For example, the effect of scholastic ability is less than one-third
as great on intellectual values as it is on math performance and less than one-
half as great on intellectual values as on educational plans and English grades.
it should be remembered that a similar pattern eteerged for the zero-order effects
of different dimensions of school climate on intellectual orientations in com-
parison with climate effect; on college plans and math achievement. Thus,

10
See pp. 49-50 of Chapter III and Tables B-5 and B-6 of Appendix B for sex

differences in performance on the math test.

11
It should be emphasized that girls have higher grade averages in school,

not necessarily higher performance on standardized tests. As shown throughout
Project Talent, which sex has higher performance on achievement tests depends
on the subject matter.

12
For example, in tha present etudy, 43 percent of the girls report that

they spend an average of two or more hours per day on homerork outside of
school, while this is true for only 26 percent of the boys,

13
On the other hand, a noticeably higher proportion of girls than boys have

high intellectual orientations; This finding will be discussed in the follow-
ing chapter.
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Indicators of two different yet overlapping classes of environmental factors are
of less consequense in explaining variation in academic values than in academic
performance and eollege intentions. One of these classes of factors is the im-
mediate environment of the school which is tapped primarily by the various cli-
mate dimensions but also partly by year in school (duration of socialization by
the school) and ability level. The other class of factors--measured most di-
rectly by fmmily SES but partly by sex, erade in school (which measures aee and
thus length of exposure to family influences as well as social maturity), and
ability level (which also is partly a function of family socialization)--is the
background environment of the student.

The limited explanatory power of the above two classes of environmental
factors on intellectualism in comparison with that on college plans and achieves
meat can profitably be examined by introducing the concept salience. The argu-
ment is offered that intellectualism for high school students is less salient
than either academic achievement or college plans14 and that one of the impor-

ta determinants of the salience of an object is its milieu or environment.

As noted by Herman and Schild (1960, p. 218), for a given milieu a certain
pattern of behavior is perceived by the individual as more appropriate than any
other pattern, and environments influence file salience of behairior alternatives.
Thus, the concept of salience is viewed by them ac being of crucial importance
in analyzing the influence of a background situation on behavior. They offer
evidence from their study of ethnic role conflicts among American-Jewish stu-
dents studying in Israel. Their objective was to isolate determinants of the rel-
ative strength of different rolesAmerican, Jewish, or Israeli - -in social situ-
ations where two or more roles were called for simultaneously; that is, in role
conflict situations. They showed that the relative strength or potency of dis-
sonant roles was partly a function of their salience, and that one of the crit-
ical determinants of salience was interaction with relevant others in the en-
vironment.

Ennis (1962) in a study of the effects of the political environment or
"climate of opinion" on the voting behavior of constituents in two adjacent
congressional districts of Minneapolis in 1950 has also shown the importance of
the salience of political issues on the decision processes of individual voters.
In the congressional district where the Democratic candidate was elected, he
'built his campaign around a domestic issue while in the adjacent district the
Republican incumbent, who was reelected, stressed an aepect of foreign policy
as the critical issue. (Each of the candidates was seeking election in a dis-
trict where his party was in the majority.) The two districts developed separate
climate issues which formed the basis of winning candidates' campaigns.

Ennis' analysis of the election revaels that the minority party in each
district suffered a decrease of its early strength. netween the two districts
there was very little difference in the extent to which the voters supported
their party's position on the two political issues. In ot:-er words, voters'

Als.....rworm.......awran rwlamsmamaftworlwan.......---

14
Following Herman and Schild (1960, p. 216), salience is defined as the

reiative pneminance of a phenomenon in the cognitive or perceptual field, Stated
in more mundann terms, it may be viewed as than 7:2=;;IIL of attention paid to an ob-
ject or phenomenon.
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opinions could not be used to satisfactorily explain the minority party's loss
of strength as the campaigns progressed. However, the salience of the two is-
sues differed appreciably for the voters in each district (p. 203). This meant
that the winning candidate in each case was able to define the issue on which
he wanted to campaign and thus bolster his own candidacy by getting members of
the minority party to accept his party's definition of the critical Issue. Thus,
the political context or climate of a voting district had little effect on the
attitudes, values, and opinions relating to two political issues; yet, the en-
vironment did significantly affect the voting behavior of individuals by in-
creasing the salience of the particular issue around which the successful can-
didate developed his campaign.

Ennis' results appear consistent with those under consideration in this
analysis; namely, school context and family background have less effect on stu-
dents' academic values than on their performance and educational plans.

To return to the present analysis: There is a great deal of evidence from
numerous studies of American society, both historical and contemporary, that
intellectualism is not strongly emphasized in either the larger society or edu-
cational institutions. In fact, numerous writers have stressed the anti-
intellectualism of American society. Corwin (1965, pp. 118-120) cites Hofstader's
documentation (1963) of the anti-intellectual ethos of American society from its
founding days to the present. Hofstader argues, supported by some rather con-
vincing anecedotal evidence, that anti-intellectualism is also firmly entrenched
in the American public-school system.

Corwin concludes from Coleman'S work, The Adolescent Society (1961), that
it is an unusual school where the most studious are student leaders. There is
also evidence available in the present analysis which relates to this point.
Teachers were asked the following question: "If you could see any one of three
boys elected president of the senior class, who would you rather it be?" Their
percentaged responses are as follows:

a brilliant student

an athletic star

-- 29.0%

2.870

a leader in extra-

curricular activities -- 68.2%

(N=1,012)

These results are consistent with a point implicit throughout this dis-
cussion and one made explicit by many observers of the American educational en-
terprise: A great many of its piofessionals and student clients do not intrinsic-
ally value knowledge, that is, do not value education as an end in itself. In-
stead, many students who are high achievers and who seek to attend college do so
primarily because of their desire for occupational success (vocational orienta-
tion) and the material benefits and prestige accruing to those who attain such
success (status orientation). These orientations are to a considerable extent
a function of the immediate school environment and the background environment
of the student, both of which stress achievement and the importance of higher

WW(4,,,,,,,r1,5%1511c
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education more than intellectualism, and thus the latter phenomenon is less

salient for high school students.15

The contention that a college education is valued more for vocational

reasons than for intellectual, liberal arts, or basic education reasons is sup-

ported by the data in Table IV-9 which contains responses from the students with

TABLE IV-9

RESPONSES OF STUDENTS WITH COLLEGE PLANS TO A SERIES OF ITEMS

ABOUT THE MAIN PURPOSES OF A COLLEGE EDUCATION

Item

Provide Vocational Training

Develop Abilities to Get Along with

Different People

Develop Knowledge and Interests in
Community, National and World Problems

Develop Morals and Values

Prepare for a Happy Marriage and Family Life

Develop Skills Which Will Help Earn a

High Income

Develop Understanding of Principles
of Science

Develop Understanding of Principles of

Human Behavior

Develop Understanding of Philosophy, Art,
Literature and Music

Provide Social and Athletic Activities

ftlin.,......MICGMINDAMDMI.I.IN.11.0.1.11...*ww.l.

Percent of Students
Ranking Each Item
as Highly Important

74.9

58.8

51.9

47.5

35.4

63.4

30.2

48.0

32.8

22.4

15A similar state of affairs appears to exist at the college level, as co-

gently expressed by Bay (1961, p. 994): "Even if most instructors had the in-
centives and the ability to make most courses stimulating, both the social pres-

sures of the student community and the acadeaic pressure toward competing for

grades are, as we have seen, likely to discourage a concentration on intellectual
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definite college plans to a series of items tapping their views on the "main
purposes" of a college education.16 Three-fourths of them attach high impor-
tance to the vocational skills which college provides, but only one-third view
the acquisition of knowledge of the humanities and arts as highly important.
Furthermore, almost 64 perc ?nt feel that high importance should be given to de-
veloping skills in college which will enable one to earn a high income, whereas
only 30 percent attach high importance to understanding science and 48 percent
to the acquisition of knowledge about human behavior. Students with college
plans also were asked which of the purposes listed in 'fable IV-9 was most im-
portant to them, and the goal of vocational training was chosen almost twice
as frequently as any other item in the list.17

One final piece of evidence on the lower salience of intellectualism than
achievement (which is extrinsically valued by adolescents) is found in Table IV-10.

TABLE IV-10

COLLEGIATE ORIENTATIONS OF SENIOR STUDENTS WITH COLLEGE PLANS

Collegiate
Orientations

=110.=WIE.I...110111. .-...IL
IrjemOmoM

Percent Choosing
Each Alternative As:

First Second Third
Choice Choice Choice

Number of
Cases

Be a Leader in Campus
Activities 23.3 41.7 35.0 (3022)

Complete a Significant Piece
of Publishable Research 16.7 31.2 52.1 (3022)

Maintain an "A" Average
Throughout College Career 60.9 26.6 12.5 (3022)

E.M.IMIIMM.ORMIIIMMIMMIIIMMII=11. ...011
pursuits in most students. Days or even weekends devoted to reflection, serious
extracurricular readings, or participation in nonrecriiired task-oriented discus-
sion groups are either unknown or are rare events is the lives of most students.
Such activities are indulged in by a few, however, who are undaunted by or whose
energies are not exhausted by demands for social acceptance and for grades. But
those few appear to be primarily those who plan a life-long pursuit of learning
inside the ivied walls, not those who aim at nonacademic careers."

.16
See items 328-338 of the student questionnaire.

17
These results are not presented in tabular form. They are based on re-

sponses to item 338 of the student questionnaire. The findings are consistent
with results from national surveys of parents about the reasons they desire a
college education for their children which are cited by Corwin (1965, p. 117).

, ^F.A4 0wwwets...7.11111M-1,

z.
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These results, which are for the seniors in all high schools with definite col-
lege plans, are based on responses to three items which they were asked to rank
according to importance of accomplishment during their college years (see items
368-370 of student questionnaire) .18 The difference in salience of each of the
three phenomena is striking. The first choice is high grades, with scholarly
accomplishment (in which intellectualism is implicit) a poor third choice. That
these students are more oriented to academic performance than to extra-curricular

are "poor substitutes for a personal value system in which education has an im-
portant place." This argument seems especially compelling when one realizes

crease the supply of trained persons who are the educational and scientific
in-

entrepreneurs of modern society (Thistlethwaite, 1963, p. 2).

that intellectually committed youth are constantly needed to maintain and in-

leadership and campus prestige, however, is evidenced by the fact that almost 37
percent more of them rank the former as most important. However, the high rank-
ing assigned to grades would appear to be a function of the importance these high
school seniors attach to the 'vocational advantages of a college education, not to
personal values in which knowledge is desired as an end in itself.

Of course it would be highly unrealistic to expect even a majority of col-
lege students to be intellectuals, to say nothing of high school students. How-
ever, as Corwin notes (p. 118-119), despite the fact that there are everincreas-
ing proportions of high- school- ageiyouth in school and high school graduates en-
rolling in college, the loss of talent at both the high school and college levels
is too great to keep up with the demands of an economy that is constantly in-
creasing in size and complexity. This loss of talent can be accounted for partly
by the lack of stress upon intellectualism in our educated economy.

As the above discussion and data have indicated, the external rewards which
students see accruing from occupational success are effective motivational fac-
tors; however, it is important to note Corwin's point (1965, p. 117) that they

18
rhese three alternatives were developed by Jerome Kirk of Carnegie Tech,

Edward McDill, and James Coleman when questionnaires for this study and Kirk's
study of Carnegie Tech undergraduates were being developed. For the responses
of Carnegie Tech freshmen to a slightly different format see Table 6 of Kirk's
publication (1965, p. 85). His results show a much higher percentage of stu-
dents choosing scholarly achievement than is the case for the college-aspiring
seniors in the present sample. Unpublished results based upon longitudinal
data obtained by Main from Johns Hopkins freshmen are consistent with Kirk's
findings. Although Carnegie Tech and Hopkins freshmen are clearly more selec-
tive in terms of ability, motivation, and SES background than the high school
seniors.with college plans in the present sample, the discrepancy among these
three alternatives for the college and high school students is too great to be
explained solely by these factors. Furthermore, the two-wave panel analysis
of Hopkins freshmen, based upor data obtained at the beginning and end of their
first year in college, indicated an increased emphasis on scholarly publications
at the expense of a decreased aspiration for high grades. These results suggest
that when college students are placed in an intellectual environment their in-
tellectual values change in a direction consistent with the "press" or charac-
teristic features of the environment. That is, intellectualism becomes salient
for students when the institutional atmosphere stresses its importance.
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That intellectual commitment makes an important contribution to achieve-
ment and educational aspirations in its own right is evident in the results of
Table IV-11. These results indicate a significant motivational effect of in-
tellectualism on math achievement, English grades, and college plans inkpendent
of ability level and family SES; and they strongly suggest that if senool and
home environments and the larger society made intellectualism more salient for
students, then the loss VC talent in American schools could be aporeeably re-
duced.

Independent
Attribute

POTI

POTI

POTI

TABLE I V- 11

EFFECT OF PERSONAL ORIENTATION TOWARD INTELLECTUALISM.
ON ACHIEVEMENT AND COLLEGE PLANS

...=.11.MIMLIM,11ila 11MMIOINGIMMIN

Dependent
Attribute

Estimates Level of
Control Attributes of Effect Significance

Math
Performance

English Grades

College Plans

IIMINNIIMMRIMISIMMINIPM10=110

Ability Level and
Father's Education .137 .01

Ability Level and
Father's Education .206 .01

Ability Level and
Father's Education .191 .01

Summary

.111111101.0.61IMNIMMI.MEMINM

In this chapter a presentation was made of the zero-order effects of (1) the
six dimensions of school environment and (2) personal and family background char-
acteristics on the college plans, mathematics achievement, English grades, and
intellectual orientations of individual students.

It was shown that the magnitude of effects of the six climate dimensions on
the first two dependent attrioutes are roughly equal, lowest for grade ooint
average in English, and second lowest for intellectual values. The small effects
of climate dimensions on English performance were attributed to the inadequacy of
grade-point average in English as a measure of achievement between schools. That
is, students' grades in English are not comparable from school to school. The

4 weaker relationship of the environmental dimensions to intellectual values than
to educational plans and math achievement was explained in terms of the lower
salience of intellectualism than college attendance and achievement for high
school students.

The four personal and background attributes--scholastic ability, father's
education, grade in school, and sex--were found to be related to the dependent
attributes in a wanner consistent with the findings of earlier research. Of

these four individual characteristics, scholastic ability has the strongest re-
lationship (with one minor exception) to the four measures of academic behavior

"),
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with father's education being the second most important predictor. Furthermore,
both of these personal attributes are more highly associated with the four de-
pendent attributes than are the six dimensions of school climate. These find-
ings make it necessary to reexamine the effects of the climate dimensions on
college plans, math performance, and intellectual -.ralues with scholastic ability,
father's education, sex, and year in school simultaneously controlled since the
effects shown in Tables IV=1, IV=2, and IV-4 '"".14 possibly be explained by sys-
tematic uncontrolled differences in these characteristics among the student
bodies of the various scno*ls. This is the purpose of the following chapter.



Chapter V

CLIMATE EFFECTS ON ACADEMIC BEHAVIOR WITH PERSONAL
AND FAMILY BACKGROUND CHARACTERISTICS CONTROLLED

A.LICUSUtol..S.V.PAL

In Chapter IV it was shown that each of the six dimensions of school
climate has effects in the expected direction on college plans, math achieve-
ment, and intellectual orientations of individual students. However, it was
emphasized in that chapter, as well as earlier in the report, that to demon-
strate contextual effects on the behavior of individuals actually exist, one
has to separate the consequences of tne social conditions of the school from
those of the individual's own characteristics for his behavior (Blau, 1960,
p. 179). That is, one has to measure the impact of the school environment on
various measures of student behavior with student input factors such as family
SES, scholastic ability, grade in school, and sex controlled, This is the pri-

mary task of this chapter. A second and related task is to assess the total
amount of variation in the three dependent attributes which can be explained
by the school, personal, and family background factors.

Climate Effects on College Plans

Table V-1 gives the effects of each of the six climate dimensions on col-
lege plans with father's education, scholastic ability, year in school, and sex
held constant. Since the partialed tables on which these results are based in-
volve 384 categories, it is obviously necessary to present the effect estimates
in summary forts.

The table shows the mnialt or independent contribution of each of the four
individual attributes to variation in educational plans, and also presents the
total amount of aariation explained by each of the climate dimensions in con-
junction with the four personal attributes.

The most important finding in the table is that each of the six dimensions
retains part of its original explanatory power shown in Table IV-1. The pro-
portional reduction in the explanatory power of the dimensions (obtained by com-
paring the effect parameters of Table V-I with the zero-order effect parameters
of IV-1) varies from .362 tor Factor It to .778 for Factor IV. That is, the
second dimension retains the largest proportion of its zero-order effect while
the fourth dimension retains the least. Furthermore, the effect estimate for
Factor IV, Absence of Scientism, is not statistically significant when the
relevant personal attributes are controlled.

There are two explanations for the considerable reduction in proportion of
variation explained by this dimension from -.117 at the zero-order level to
-.026. First, it is highly possible that the items used in the faculty and
student presses for scientism (which are the most important variables in this
scale) are inadequate measures of tie degree of scientific emphasis in the

V-1
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schools.' However, this explanation doesn't appear plausible because, as
Table V-3 shows, the relationship of Factor IV to math performance remains
statistically significant when the four personal attributes are controlled.
This suggests a second explanation: The degree of scientific ferment in the
school is not an important facet of the school environment in motivating stu-
dents to attend college. Stated differently, most students are not motivated
:o attend college for the purpose of pursuing a career in science. Two pieces
of evidence to support this interpretation may be offered. First, as inspection
of Table IV-9 shows, the students with definite college plans do not attach high
importance to understanding science relative to othe- purposes of a college edu-
cation. Secondly, only 12.4 percent of the student with definite college in-
tentions plan to take a science Program in college.

The second important set of results in the table has to do with the unique
contribution of each of the four personal attributes to predicting students'
college plans.. Each of the four is significantly related to the dependent at-
tribute with all others held constant. A comparison of these effect estimates
with the comparable zero-order parameters in Table IV-5 shows that both sex and
grade have relationships of roughly the same magnitude as originally obtained.
Stated differently, regardless of the quality of the school environment, boys
and upperclassmen are more likely to have crystallized college intentions than
are girls and underclassmen. The zero-order effects of father's education and
scholastic ability are each slightly reduced, with the former retaining a larger
proportion of its explauvtory power. The reduction of each is accounted for by
their interrelationship.' Just as is true at the zero-order level, the effect
of family background on college aspirations is greater than that of ability
level. This finding is consistent with earlier research cited in the previous
chapter. It offers further evidence that college attendance is heavily influ-
enced by social class background and corroborates the conclusion reached by
Sibley (1942, p. 330) twenty-five years ago that intelligence of the individual
was more important than family SES in determining whether a student would finish
high school but that the opposite was true regarding the likelihood of attending
college.

Finally, Table V-1 indicates that each of the climate dimensions in con-
junction with the four individual level attributes explainsapproxi.aately one-half

1
In this connection it shlud be noted that Thistlethwaite (1963) eliminated

scientism scales from his study of the recruitment of talented college youth be-
cause of their low validity and reliability. In reading the literature one is
left with the impression that scientism is a conceptual area for which adequate
measures have been difficult to develop.

2
This figure is based on the percentaged responses to Question 309 of the

student questionnaire in Appendix A.

3
Ability and father's education

vious reason: there is no plausible
be affected by family oackground and

are ignored in this conclusion for an ob-
reason to expect sex and year in school to
ability level.

4
The effect of father's education on AR performance is .118.

-willAPIIINV;Irpricrr7reer,--en"Frewne7weewler
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of the variation in educational plam.5 The fact that approximately 50 percent
1

of the variation in educational plans is unaccounted for by these factors is
partly attributable to uncontrolled variation of a number of relevant family

1 fattors.6 Although father's education is probably the most important measure
summarizing the influence of family background on educational plans, it certain-
ly fails to adequately measure a number of aspects of family influences on the
child's educational aspirations such em parents' mobility orientations and edu-
cational values (Kahl, 1953), child rearing practices, family size, and role
structure.

A second set of uncontrolled influences which should be important in ac-
counting for variation in students' college plans are those of the immediate
friendship or peer group.? In a recent highly original work, Campbell and
Alexander (1965) have postulated and empirically tested a two-step model to
account for the structural effects of high schools on the college aspirations
of adolescents. They argue that sophisticated anayses of structural effects
should move from the characteristics of a given social milieu to the situation
faced by the individual (i.e., his immediate interpersonal influences such as
friendship cliques or peer groups):. "We must keep in mind the fact that the
actor responds to that segment of the total social system which, for him, is
perceptually important and salient; rarely does he (inter-) act with reference
to the system as a whole" (p. 284).

The model they employ to account for the influence of the immediate peer
group on the college plans of the student is based on balance theory: "(1) The
greater the attraction of a person, P, to another, 0, the more likely he is to
be similar to 0 with respect to X--where X represents those values, behaviors,
and attitudes that are perceived to be of importance and common relevance. (2)

The greater the similarity of a person, P, to another, 0, with regard to X, the
more likely he is to come to be highly attracted to 0" (p. 285).

With respect to interpersonal influences on college plans, the model leads
to the simple prediction that (1) it is highly probable a student's college plans
will be similar to those of his close associates and (2) the more firm his plans
to attend college, the more likely he is to closely associate with other students

5In their recent study of the college plans of high school seniors in Mil-
waukee, Sewell and Amer (1966) were able to explain approximately 25 percent of
the variance (not variation) by simultaneously controlling sex, 1.4., socio-eco-
nomic background, and neighborhood socio-economic context.

60f course one important factor is not controlled in the table-the student's
personal orientation toward intellectualism. This variable will be introduced
later in the chapter.

For extensive reviews of peer group influences on adolescents' college
plans see Haller and Butterworth (1960) and McDill and Coleman (1963).
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V-6

time, how many plan to go to college or are alieadygointto.colleger All
respondents answer:rig "most" or "all" were classified for purposes of analysis
as being subjected to strong interpersonal influences to attend college.

Table V-2 shows the independent contributions of each of the climate
dimensions., ability,.father's education, friends'. influence, and year in
school to variation-in college plans.°

Two very important findings are evident in this table. First, the proPortiOn
of friends the respondent has either planning to attend college Or already en-
rolled exerts a powerful independent effect on his decision. In fact, this
variable has the strongest effect of any independent attribute on any of the
dependent attributes considered in this study. .Secondly, and more important,
controlling friends.' influence results in the virtual disappearance of the
effects of five of the six climate dimensions, with the effect of the remaining
one (Factor II) being drastically reduced from that shown in Table VA,. This
finding lends strong support to Campbell's and Alexander's inference that the
contextual effects of the global environment of the school on students'-c011ege
plans are mediated or interpreted by the intervening influences of significant
others in their immediate environment, and underlines the importance they attach
to specifying the conditions under whichJndividuals respond to specific aspects
of the institutional milieu. Stated differently, with respect to making a de-
cision as to whether to attend college, the.present data support Campbell's and
Alexander's conclusion that there is no direct causal link between students'
education/1. plans and the characteric tics of the total collvvtivity (i.e., the
global diLJnsions of the educet:Icoal and social clirmat6 :, school) . How
ever, A,ether.this concnsiel. ( ,m btg ger,v.Ilized to related be-

- acadi , -7 a problem which will be examined
in the next

va Nattier- ''s Alhivement

The data . " .flte dimensions on math achieve-
eoualv court-filed are shown inTte. V or --- effects on achie7e-

-. 3.1d each of tte- .- F. A scores that
to plans.

-.2...:.trast to .;-- le pi ',Is, the foUrth
dimension, 9:;;.-csour'rt: scientir, of its original xplanatory power"
and is the effect parameter for the sixth
factcr. bag alrnzit..:-. L.yeally disappeared. These discrepancies merit some discussion.

WThe reader will notice that sex has not been controlled in this table.
This is because of restrictions on the total number of categories across all in-
dependent attributes in the computer program utilized in the analysis. The in-
clusion of sex as a sixth independent attribute would have exceeded the capacity
of the program. It was eliminated because, as shown in Table it accounts
for the smallest proportion of variation in college plans.
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It seems axiomatic that a high quality science program in the high schooland commitment and dedication to science by the student body would generate inindividual students a strong motivation to acquire knowledge leading to high.performance in a closely related area such as mathematics.

The almost total disappearance of the effect of Factor VI lends itself totwo alternative interpretations. The first is that the measure of criteria forscatus among students employed here is invalid. However, data are availablewhich provide external validation of the sixth factor. .question 71 in the stu-dent questionnaire provides a measure of the extent to which achieving goodgrades is important for being popular in the immediate peer group. Schoolswere ranked by the percentage of students stating that grades are important,and the variable was then correlated ,tth their ranks on Factor VI. The ob-tained rank correlation coefficient is .66 (.001,.P), indicating that thegreater the percentage of students in the school stating that "good grades" areimportant in their friendship clique, the,more the student body as a whole isperceived as emphasizing
intellectual and:achievement criteria for status.

The second interpretation is that the extent to which the student body asa whole stresses achievement for high status has, at best, only minor influenceon the academic performance of its students. Evidence to be presented here andin the next chapter strongly suggests that this interpretation is highly plausi-ble. The interpretation of Factor VI in the preceding chapter was that schoolswith high positive scores have social systems in which the student bodies social-ly reward intellectualism and high academic performance more than schools withlow scores. The student bodies of schools with-high scores were not describedas rewarding intellectualism and achievement more than extra-curricular activitiessuch as athletics (or cheerleading) or leadership in nonacademic organizations.An inspection of the data in Table V-4 reveals why such a claim was not made.For all schools combined, and for nineteen of the twenty considered separately,both leadership'in activities and athletics (chcerleader for girls) are viewedas more important for status than high grades;" and in each of the twentyschools both activities and athletics are considered more important than "know-ing a great deal about intellectual matters." With such evidence it is obviousthat the label "Academically Oriented Status System" attached to Factor VI isnot applicable to any of the twenty schools in absolute terms but only in rela-tion to each other.

These results of Table V-4 are certainly consistent, with Coleman's thesis(1961, p. 265) that, overall, high school students hold intellectualism andscholastic achievement in low esteem relative to athletics,and other extra-curricular activities. Yet, despite this fact, these schools show consider-able variation in their achievement levels and proportions of students with

"-The one exception is in School 01 where more importance is attached tograde achievement than to being an athletic star (cheerleader). It is note-worthy that this school is the only public high school in a college town inwhich the life of the community is centered around two institutions of higherlearning. Even in this school, however, more importance is attached to leader-ship in activities than to high grades and intellectual matters.

rcr,!.17,f717r, n'acvrlfcm-,mr,s,
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TABLE V.4

MEDIAN RANK FOR EACH OF SIX STATUS CRITERIA BY SCHOOLSa-..mr
School
Number

Coming from
Right

Family

Leader
in

Activities

Having A

Nice Car
(Clothes)

High
Grades
onor Roll

Athletic
Star

(Cheerleader)

Intel-
lectual
Matters

01 04.4659 02.9352 03.6667 03.0877 03.9565 05.2077

02 -03.6096 02.6318 03.7043 04.3154 03.1619 06.0766

03 04.4743 02.4545 03.4358 04.2351 02.8203 06.0694

04 .05.2152 02.3963 04.0746 03.5485 02.7674 05.2275

05 03.8929 02.6198 03.8474 04.2904 02.8402 06.0453

06 04.9323 02.5267 02.9186 04.0645 03.2746 05.3130

07 04.5042 02.8133 03.0188 04.0152 02.8727 05.4423

08 05.0518 02.6124 03.0742 04.4037 02.5118 05.9961

39 04.6700 02.7394 03.4815 03.7273 02.2868 06.0109

10 04.3289 02.7153 03.2879 04.0946 03.0909 05.4058

11 05.6071 02.2000 03.4825 04.0606 02.5694 05.5369

12 05.3727 02.5738 03.3727 04.2421 02.3147 05.8657

13 04.6429 02.5515 02.5881 04.4937 03.0440 05.4680

. 14 04.8565 02.2553 03.8019 04.2448 02.1423 06.0487

15 04.6452 02.3702 03.5941 04.0516 02.9275 05.8657

16 03.6842 02.7398 03.3129 04.8783 02.5876 06.1310

17 04.7090 02 1318 03.7500 04.1311 02.8539 05.9615

18 05.3250 02.5101 03.5175 04.2276 02./532 05.3600

19 04.5273 02.6845 03.2797 04.5658 02.6506 05.7955

20 05.0328 02.3176 03.9439 03.8775 02.6352 05.7677

All Schools
Combined 04.7593 02.4909 03.4223 04760 02.7674 05.4945

aThe six criteria are found in
naire. Criteria in parentheses are
The lower the rank for a given item
tige relative to other items.

Questions 157-162 of the student question-
the female counterparts of those for boys.
the greater its importance for high pres-

,Z3
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higher educational plans, as shown in Table V-5. The results of Tables V-4 andV-5, in conjunction with the finding of Table V-3 that the effects of Factor VItend to disappear when relevant individual attributes are controlled, raiseserious doubts. about the importance of school level, adolescent status systemson academic achievement.12 However, before such a conclusion is reached forthe present study a more detailed and systematic analysis of relevant datashould be carried out.

Colemcn's study, The Adolescent Society (1961, p. 265), included the hypoth-esis that in those schools where academic achievement is rewarded by the adoles-cent culture, the correlation between ability and performar.le is higher. Thatis, in schools where performance is more rewarded by the student body the stu-dents who achieve highest are those with the most abilityswhile in those schoolswhere academic performance is an unrewarded activity the students of most abilitywill not be highly motivated to achieve.

To test the hypothesis,Coleman computed the relationship between the im-portance of "good grades" for membership in the leading crowd in each of histen schools and the IQ's of students with A or A- grade averages relative to theentire student body. This analysis was carried out separately by sex. The abilitylevel of high performers in each school was measured in terms of the number ofstandard deviations their mean IQ's were above the school mean for students ofthe same sex. This procedure made it possible to determine in each school whatthe ability level of high achievers was relative to the distribution of abilityfor each sex within the school. For both boys and girls, Coleman found a strongrelationship (presented in graphic form on pages 263-264 of his book) between theemphasis placqd on good grades in the schools and the average IQ of students withhigh grades. In other words, the more academic achievement was rewarded by thestudent bodies of the ten schools, the more likely students of high ability wereto be high achievers. He concluded from these results that students with abilityare led to achieve only when there are social rewards (primaril from their peers)for doing so.

Using the procedure employed by Coleman which was just described, an attemptwas made to replicate his findings in the present research. An analysis wascarried out separately by sex for two different measures of achievement- -math
performance and English grades - .-and two different measures of the importance of
academic criteria for status in the student status systems.

12
The data of Table IV-3, it will be remembered, reveal that of the six cli-mate dimensions only Factor VI has no relationship to students' grade performancein English.

13
The present authors calculated the relationship between these two variablesseparately by sex from the graphs Coleman presented. The rank order correlationsare .636 and .717 for boys and girls, respectively.. Both of these sizeable co-efficients are significant beyond the .05 level.

^177,:7703211zUww-,-...remal.""s.....,-4.y,-,v2mYrrKir,2tr,
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TABLE V-5

MATH SCORES AND COLLEGE PLANS BY SCHOOL

Median Math
C-Scores

01 5.3793

02 5.6832

03. 4.6899

04 5.9418

05 5.7007

06 4.6264

07 3.6996

08 4.9561

09 4.3714

10 5.7535

11 5.9761

12 4.6667

13 4.1466

14 6.4038

15 4.5436

16 4.9721

17 5.6777

18 5.6345

19 4.1591

20 6.1942

All Schools Combined (5.1359)

lammumamalia

...111111.11011111071.

with

of Students
with Definite College Plans

59.1 .

60,7

51.7 .

80:6

65.6

53.4

34.5

52.8

34.0

53.1

71.0

46.2

'42.4

68.7

43.0

66.2

72.2

75.1

52.7

69.4

(58.8)

The results of the analysis for math performance will be presented first.
The math scores of the top twenty percent of each sex were classified as high.
Since the performance of the various student bodies on the math test varied
considerably, the math C-scores classified as high also varied from school to

mumMa.
1111MMIIMM

14
As noted by Coleman (1961, p. 262), in order to test the hypothesis it is

important to have the same fraction of the student body of each school classified
as high achievers. The distributions of math scores in the schools were such
that the top twenty percent provided the most equitable cutting point.

'`.< ' " ^. 7,1
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V-13

school. For example, in School 07 all boys with C-scores within the range 5-10
were classified as high while in School 14 (the institution whose male students
had the highest achievement) only those with C-scores between 8 and 10 fell in
the high category. For girls, similar variations in performance were encountered.
Thus, in Schools 07 and 13 all girls with scores from 5 through 10 were classified
as high, while in school 20 only those with scores 8-10 were placed'in the high
achieving category. For each sex in the twenty schools the mean ability level
of students (measured by AR C-scores) with high math scores was computed and ex-
pressed in standard deviwtions ahnve the school mean. This producad a standar-
dized measure of the ability level of students with high performance on the math
test relative to the school average for each sex, and provided data to/answer
the question posed by Coleman in his hypothesis: Do the variations in ability
of high achievers correspond to variations in rewards by student bodies for
achievement?

Figure V-1 presents for boys the relationship between the ability level of
high achievers and the first measure of the importance of achievement for hfgh
status among the student bodies of the schools--factor scores on Factor VI.
The relationship is statistically significant and consistent in direction with
that found by Coleman; however it is considerably weaker--.379 as opposed to
.636.16

For girls, however, the rank correlation between school scores on Factor
VI and the ability level of students with high math scores is only .113; This
finding offers no support for Coleman's results.

The second measure of the importance of academic criteria for high status
is Question 160 in the student questionnaire--the importance of "high grades,
honor roll" for high status among other members of the same sex within the stu-
dent body. Schools were classified according to the percentage of students of
each sex who ranked academic achievement as the most important criterion of the
six listed in Questions 157-162.17

15
For the eight different replications of Coleman's findings on this point

(i.e., two measures of achievement and two measures of the importance of
achievement for status among other students for each sex) this is the only re-
lationship presented in graphic form. All of the other relationships are sum-
marized in Tables V-6 and V-7.

16
For N-20 a rank correlation of .377 is significant at the .05 level.

17
This status item has its only statistically significant loading on Factor

VI. For this reason there is some overlap between this measure of the impor-
tance of academic standards for status among students and Factor VI. However,
Factor VI has three other status criteria with significant loadings as well as
student and faculs, reports of S.P. for Social Conformity. Furthermore, Ques-
tion 160 is the most direct indicator of the importance of academic achievement
for prestige among members of the student body of the same sex.
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This wasure was correlated separately by sex with the standardized ability
scores for students with high math achievement scores. The correlation coeffi-
cients, along with those based on factor scores for Factor VI which were pre-
sented above, are given in Table V -6. The only relationship which is signifi-
cant is the one for boys presented in Figure V-1 above. The other correlation
for boys is in the predicted direction but far from significant. For girls,
only Factor VI Is related in-the expectee..direction to tilive ability level of
high achievers.

As noted in the preceding chapter, English performance is not an adequate
measure of achievement across schools. However, it is meaningful to treat it
as a measure of achievement in the type of analysis just carried out for math
performance. This is because the procedure employed standardizes grades in
English for each sex by having approximately the same percentage of students in
each school with high grades and then measures the ability level of students
with high grades relative to the average ability level of all students of that
sex.

TABLE V-6

RANK ORDER CORRELATIONS FOR TWENTY SCHOOLS BETWEEN TWO
MEASURES OF IMPORTANCE OF ACADEMIC CRITERIA. FOR HIGH
STATUS AMONG STUDENTS AND ABILITY LEVEL OF STUDENTS

WITH HIGHEST ACHIEVEMENT ON MATHEMATICS TEST

Measures of Importance
of Academic Criteria Correlation Correlation

for Status Among Coefficients Coefficients
Students for Boys for Girls

Factor VI - Academically
Oriented Status System

Question 160
a

- Importance
of High Grades, Honor
Roll Among Members of
Student Body of Same Sex

.379c

.069
b

.113
b

-.290

a
See student questionnaire in Appendix A for exact wording of item.

b
Not significant at the .05 level.

c
Significant at the .05 level.

f. j
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For boys, the top six percent of each school were defined as having high

English grades.18 Since the grade distributions varied considerably across
schools, this meant that in certain schools boys with a B average were included
in the high category while in others only those with an A average were included.

As demonstrated in the preceding chapter, girls have significantly higher

grades than boys. Furthermore, their grades show less variation; that is, they

are more "bunched" or concentrated. For these reasons it was not possible to

have the same proportion of girls with high grades as for boys. For each

school, all girls in the top fourteen percent of the student body were classi-

fied as having high English grades. This cutoff point included girls with a B

or higher average in certain schools while in others only those with an A av-

erage were placed in the high category.

The same two measures of the importance of achievement for status among
student peers which were used in the analysis for math performance were corre-
lated, separately by sex, with the standardized AR scores for students with the

highest English grades. These results are presented in Table V-7 and clearly

indicate no support for Coleman's original proposition that in those schools

where academic performance is rewarded by the student status system, the cor-

relation between ability and performance for high achievers will be higher than

in those schools where academic performance is less highly rewarded. None of

the relationships is significant, and the strongest correlation (which is for

girls) is not even in the predicted direction. Thus, for eight tents of Coleman's

hypothesis (the relationship of two measures of the importance of academic

criteria for prestige among other students to two different measures of academic

performance separately for each sex) in only one instance are the results sup-
portive of his conclusion that in those adolescent status systems where achieve-

ment is rewarded the relationship between ability and high achievement is

stronger. Furthermore, the pattern of relationships for girls and boys here

are totally inconsistent with that found by Coleman. His results show that
the "freedom for academic ability to express itself in high achievement is
evident among the girls as it is among the boys".9 (1960, p. 343). Exactly the

opposite is true in this study. There is no evidence whatsoever in Tables V-6

and V-7 to support Coleman's hypothesis for girls. In fact, of the four corre-

lations for data on girls, the two largest are negative.

The findings of Table V-3 that the effects of Factor VI on math perform=
tend to disappear when relevant personal attribetes are controlled,combined
with the overall negative results of Tables V-6 and V -7, are clearly not consis-

tent with those of Coleman on this point. One possible explanation for this

discrepancy is the difference in the measures used for the importance of

18
This figure most closely approximaLcd an equal fraction of the male stu-

dent body in each school with highest grades.

19Actually the relationship is slightly higher for girls than for boys in

Coleman's study. As noted above, the rank correlation for girls is .717 while

that for boys is .636.
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TABLE V-7

RANK ORDER CORRELATIONS FOR TWENTY SCHOOLS BETWEEN TWOMEASURES OF IMPORTANCE OF ACADEMIC CRITERIA FOR HIGH
STATUS AMONG STUDENTS AND ABILITY LEVEL OF STUDENTS

WITH HIGHEST GRADES IN ENGLISH

Measures of Importance
of Academic Criteria
for Status Among

Students

Factor VI - Academically
Oriented Status System

Question 160a - Importance of
Nigh Grades, Honor Roll
Among Members of Student
Body of Same Sex

Correlation

Coefficients
for Boys

.190
b

Correlation
Coefficients
for Girls

.012
13

-.069b -.340

a
See student questionnaire in Appendix A for exact wording of item.b
Not significant at the .05 level.

achievement for prestige.
20

In the two studies the format of the items uponwhich the measures are based differ. However, upon careful inspection it ap-pears reasonable to consider the measures used here to be quite similar to theone employed by Coleman since both refer directly to the importance of academicachievement. If this is true, then it must be concluded that the propositionwhich holds that the more the adolescent status system rewards achievement, themore likely students of high Ebility are to be high achievers,has limited gener-ality and replicability. Thin conclusion is not intended to imply that peergroups are of no consequence for the academic performance of students. Ratherit indicates that there is not a syobal or pervasive status system among adoles-cents in the school which is important in channeling their energies either to-ward or away from academic achievement through the application of a set ofsanctions. Instead, the findings of this section lead to a conception of thestudent bodies of high schools in terms of a network of cliques or friendshipgroups, each composed of members who are attracted to the group because of com-mon social backgrounds, interests and values, and similar orientations towardacademic achievement. Conversely, individual members' social and academic

11110.1111/

20
In Coleman's research the measure was obtained from responses to the open-end question "What does it take to get in the leading crowd?" Schools werefanked according to the percentage of students mentioning "good grades". In thepresent research both measures are based on items with structured responseswhich include & (Erect refereacc to the importance of grades for prestige amongother students in the school.
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so, are they an important mediating link between the global dimensions of the

the immediate peer group impact on college plans, make it important to determine
if such proximal interpersonal influences operate on math achievement; and, if

findings of Campbell and Alexander (1965) and those of the present research on

perspectives are reinforced by interaction in recurring social situations with
these significant others. This conception, taken in conjunction with the earlier

educational and loci al climate of the school and the individual's level of achieve-
ment?

The data for answering these questions are found in Table V-8. Item 71 in
the student questionnaire, dealing with the importance of good grades for popu-
larity among the respondent's clique in school, is incorporated into the analysis
as the measure of such influences. In contrast to the results of Table V-2,
which show that the climate effects on college plans are interpreted by control-
ling the effects of friends' college plans, the data of Table V-8 clearly demon-
strate tlat the global climate and immediate peer group independently influence
the achievement of students to roughly the same degree2yhen family background,
scholastic ability, and year in school are controlled. Thus, with respect to
academic achievement, these results provide an affirmative answer to the question
posed by Campbell and Alexander (1965, p. 288): Are there global or school -wide
constraints toward which the individual orients himself and on which he bases his
behavior apart from those of significant others in his environment?

Two important questions are raised by the contrasting results of Tables V-2
and V-8. First, why are the effects of the immediate peer group on college plans
larger than those on math achievement? Secondly, why are the climate effects on
math achievement independent of the immediate interpersonal influences of the
peer group?

The answer to the first question would seem to lie in the qualitative dif-
ference between these two dependent attributes. As noted earlier in this report,
there probably is some distortion or unreliability in the college plans of a
minority of students. That is, some students are expressing the wish or desire
to attend rather than realistically planning to seek advanced education. The
important point, however, is regardless of whether students' responses are
measuring realistic plans or merely aspirations, such responses belong to a
class of social-psychological phenomena which are highly susceptible to the
influence of significant others in the immediate environment. There is an abun-
dance of both descriptive and experimental evidence demonstrating this powerful
influence which the immediate sfiial context has upon the judgments, attitudes,
and aspirations of individuals. One of the areas where the impact is most

21
Again, it is observed that Factor VI has no effect on the achievement of

students.

22,
A number of the studies are cited in Wilson (1959, p. 436). The moat im-

pressive of these is the experimental research in the tradition originated by
Asch (1952, pp. 450-451) showing the great impact of older classmates on the
social judgments of younger children.
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pronounced is that of attitudes toward advanced schooling. This assertion is
based on the findings of numerous studies cited throughout this report. For a
number of reasons, college attendance is highly salient for adolescents in
middle -class high schools. Some of these have been emphasized earlier; naively,
advanced training in a special area for upward social mobility or maintenance of
one's ascriptive position in the larger society; and for a minority of students,
developing the capacity for reflective thought and creative and scholarly

erkeir." 4 15 ke.m.etsam,ms. es 44,4 so.' 1%110" ifl r ea iebrmirt. ne rea a alma iet ralsi
%....vtlapsammusgmu. aliacmop m

only indirect reference has been made; yet, such reasons are of great importance
to adolescents and are highly susceptible to the influence of the friendship
clique. This is the category which Bay (1962, p. 984) refers to as social in-

centives. College provides the student an opportunity to engage in a number of
extra-curricular activities such as fraternal organizations, student goverment,
political clubs, and athletic events. In short, college attendance holds
promise of engaging in "adult","sophisticated" activities which free the student
of the adult control of high school teachers and parents--an autonomy which is
highly valued by most adolescent cliques (McDill and Coleman, 1963, p. 918).

In contrast to aspiring to or planning to enroll in college, achievement
(as measured by a standardized test) is not as susceptible to immediate inter-
personal influences. Although the norms and values of peer groups regarding
achievement can enhance or depress the activation of individual members, such
socializing effects are limited simply because there is an upper bound to the
ability of each student to achieve on any standardized test. In other words,
motivation (whatever its source) can explain only a limited amount of variation
in achievement.

With respect to the problem of why the climate effects on math achievement
persist when the influences of the peer group are controlled, it should be em-
phasized that the various dimensions of school climate developed in this study
are composed to a great extent of variables which are indicators of both ex-

pressive and instrumental components of teachers' behavior--components which
have been found to have a significant relationship with the achievement of
students.23 That is, affective components of teachers' behavior such as nur-
turance, warmth, understanding, and positive and negative sanctions have been
found to be correlated with students' productivity. Fuxthermore, such effec-

tively neutral components as subject-matter competence, originality, adapta-
bility, and skill at communicating with students also have a positive effect
on students' performance. For students from primarily middle-class backgrounds

23
See pp. 2-3 of Chapter II for a discussion of these studies.

24
More recently, and not referenced in Chapter II, is the nation-wide study

by Colenan,et al. (1966, Chapter 3) which shows that faculty ability (as measured
by scores on a standardized verbal test) accounts for a substantial proportion
of variance in students' performance on standardized achievement tests.

amoNall
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and in high schools which are, overall, above average scholastically, high
achievement is of crucial significance given its importance to success in a
highly competitive society. In such a setting the faculty are clearly an im-
portant reference group. Consequently, the competence of teachers and the
academic demands they make on students should certainly exert an effect on stu-
dents' achievement independent Of that of the immediate peer group.

Returning now to Table V-3 for a discussion of the independent effects of
the four individual attributes to variation in students' math performance, the
data reveal that each is significantly related in the expected direction to the
dependent attribute. Comparing the independent effects of ability and father's
education in this table with their zero-order effects in Table IV -6 shows that
the original strong effect of ability level is reduced very little by holding
constant the other relevant personal attributes. However, the zero-order effect
parameter for father's education has been appreciably reduced. This reduction
is accounted for by the relationship between the two variables and indicates
that a substantial proportion of the zero-order effect 01 father's education on
performance is accounted for by the higher ability of students from middle-class
backgrounds. The independent contribution of father's education to achievement
is, undoubtedly, one indicator of the higher motivation level of middle-class
students; or, as referred to in the preceding chapter, it is a crude indicator
of the "achievement syndrome" which is characteristic of middle-class students.

Both sex and year in school show significant relationships to math perfor-
mance, just as they did in Table IV-6. That is, boys have higher achievement
than girls, and upperclassmen tend to score higher than underclassmen. It must
be remembered that these sex and grade effpcts are a function of the imperfection
of the C-scale standardization procedure.2' Stated differently, the higher raw
scores on the math test for upperclassmen and for males were not completely re-
awed by the standardizatlxft scheme. Parenthetically, in noting the imperfec-
tion of the standardization procedure for math scores it should also be strongly
emphasized that whether or not these two variables are controlled in Table V-3
should have no influence on the relationship between each of the climate dimen-
sions and math performance. For sex and grade to influence the relationship of
climate dimensions to performance, the two attributes wogd have to be sysCemati-
cally related to the educational climate of the schools. On .a priori grounds
there is no reason whatsoever to expect the climate of the school to be related
systematically to these two personal attributes. Nevertheless, to check the
validity of this reasoning the effects of the six climate dimensions on math
performance without sex and grade controlled were computed and compared with
those in Table V-3. As anticipated, the magnitude of the two sets of effect
parameters is very similar.

25
See pp. 50-51 of Chapter III for a discussion of this problem.

26
As a hypothetical example, schools with climates in which achievement

and intellectualism are emphasized would have to have a significantly larger
proportion of boys than schools lacking such environments.

27
The two sets of effect parameters vary only at the third decimal place.

1
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Finally, the total variation explained by the climate dimensions and per-
sonal attribute "3 consistently higher than that for college intentions. This
difference can be explained by viewing scores on the math test as a more reliable
and valid measure of achievement than are stated college plans an adequate mec,s-
ure of firm intentions to attend college.

Climate Effects on Intellectual Orientations

The effect estimates for the six climate dimensions on intellectual orien-
tations with the four relevant personal attributes controlled are found in

-" Table V-9. A comparison of the independent contribution of the climate effects
here with the zero-order effects of Table IV-4 reveals that each has been re-
duced somewhat by holding constant the personal characteristics. Factors III
and IV have been reduced the greatest amount--to the point that they are no
longer statistically significant. It is surprising that Factor III is not
significantly related to students' intellectual values since two of the vari-
ables which have significant loadings on the factorVariables 6 (P.P. for
Vocationalism) and 17 (S.P. for Estheticism)--are indicators of the degree of
emphasis by teachers and students on intellectual-esthetic values. In an attempt
to understand this anomaly, the zero-order effects on students' intellectual
values were computed fg each of the five variables which has a significant
loading on Factor III." Although each of the gAve effect parameters is in the
predicted direction,49 they are all very small.'" ,Furthermore, all five of the
variables are more strongly related to college plans and math performance than
to students' intellectual values. Thus, those aspects of the school climate
which are most indicative of intellectualism and estheticism have less impact
on students' intellectual orientations than on their achievement and desire for
higher education. These results further demonstrate the lack of prominence of
intellectualism in the cognitive field of the high school students in this study.

Although the zero-order effect parameter of Factor VI on intellectual
values is quite small (.053 as shown in Table IV-4),it is reduced the least of
the six factor dimensions and remains statistically significant when personal
attributes are controlled. The zero-order effects on intellectual values for

28
These calculations were made on a representative ten percent sample

(N=2,053) of the students in each school because the computer costs for such cal-
culations on the entire sample would have been prohibitive. In this segment of
the analysis the schools were ranked according to their median values on each
of the variables and then were collapsed into quartiles. In this manner each
variable with a significant loading on Factor III was treated as a contextual
variable.

29
"Predicted direction" here means that the sign of the effect parameter is

consistent with that for its loading on Factor III.

30
For example, the effect estimate for the variable with the strongest re-

lationship to students' intellectual values-1017, teacher perception of S.P. for
Intellectualismis .047, which is not significant at the .05 level for the ten
percent sample. On the other hand, the effect estimate of this variable on math
performance is .142 (.01.z.p). None of these effects is presented in tabular form.
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each variable which has a significant loading on Factor VI were computed to
determine which variables are making a contribution to explanation of the de-
pendent attribute. Although each of the six variables is related to students'
intellectual orientations in the predicted direction (that is, in the direction
consistent with their rotated loadings on Factor VI), all variables except num-
bers 3 and 16 (teacher and student perceptions of S.P. for Social Conformity)
and number 37 (knowledge of intellectual matters for high status) are practi-
cally zero. Thus, it appears that these three climate characteristics account
for most of the limited explanatory process of Factor VI on students' intel-
lectual values. One possible explanation for this finding is that when the stu-
dent body permits individualism and does not devalue intellectualism as a cri-
terion for social status, individual students are more likely to adhere to in-
tellectual values.

If the sixth factor has validity and reliability as a measure of the im-
portance of academic criteria for status among adolescents in these twenty
schools, then the differential effects of this climate dimension on intellectual
values and math achievement may be viewed as validation of Brittain's thesis
(1963) that the extent of conformity of adolescents to peer standards depends
upon the type of choice to be made by the adolescent. More specifically, al-
though the students' social system has only max limited impact upon any of the
three types of academic behavior considered in this study, the relative magni-
tude of its effect varies according to the content of the behavior being con-
sidered. Thus, at the school level, students' achievement (measured either by a
standardized test or grades in school) is insensitive to the degree of emphasis
placed on academic criteria for status. However, their intellectual orientations
are to a limited degree a function of the tolerance of intellectual values and
individualism by the student social system.

Overall, it is the case in Table V-9 that the six climate dimensions have
less effect an intellectual values with the personal characteristics controlled
than on college plans and math achievement. These results are consistent with
the relative magnitude of zero-order effects of climate dimensions on the three
dependent attributes shown in Tables IV-1, IV-2, and IV -4. Furthermore, Table
V-9 shows that, with the exception of sex, the four personal characteristics have
less explanatory R9wer with respect to intellectual values than to achievement
or college plans." This finding is also totally consistent with the zero-order

a
31
In fact, only ability makes a stronger independent contribution to varia-

tion in intellectual values than does sex. There is little empirical research
on sex differences in intellectual incentives as contrasted with achievement in-
centives. It is noteworthy,however,that the sex difference in this table is con-
sistent with a prediction offered by Bay (1961, p. 895) that at the college level
women students are more likely to focus on intellectual incentives than are men.
His rationale seems applicable to the difference found here: ."They (women) are
not equally widely doomed to full-time participation in the kind of fierce com-
petition for income and status that many male students anticipate; quite realis-
tically, young women more often may co* to believe that efforts toward a fuller
understanding of men and of themselves i.lay be highly useful; also the anticipated
role of wife and mother leaves more room for relaxed reflection than does the
anticipated role of a socially up-and-comir;; young man in the business world."
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relationships of these four characteristics to the dependent attributes shown
in the preceding chapter. Looking at the proportion of total variation accounted
for by the climate dimensions and the personal characteristics shows that on the
average only twenty-five percent of the variation in intellectual orientations
is explained, which is less than one-half that of educational intentions and
math achievement.

There are two conflicting interpretationa fn., this discrepancy. The first
is that the six-item intellectualism scale is not a valid measure of the concept.
This would be a tempting interpretation were it not for the fact that the scale
has a substantial relationship with English grades, college plans, and math'per-
formance, even with father's education and ability level controlled (as shown in
Table IV-11 of the preceding chapter). Table V-10 shows the same independent
effects of intellectual values on these attributes originally presented in Table
IV-11. In addition, however, Table V-10 gives the independent effects of father's
education and ability level on the three dependent attributes, permitting an as-
sessment of the relative explanatory power of each independent variable. It can
be seen that students' intellectual orientations account for more variation in
English grades than either ability or father's education. The attribute also
has a stronger relationship to college plans than does ability; and, finally, it
is only slightly less associated with math performance than is father's education.
These results are clear evidence of the validity of the measure of students' in-
tellectual orientations and render the argument untenable that the measure is
inadequate.

The second interpretation of the small proportion of variation in students'
intellectual values explained by the climate dimensions and individual level
variables lc that offered in Chapter IV: Intellectualism is not a salient issue
for a great many students because there is a lack of emphasis placed on it in
the larger society, in all levels of the educational system, and in the home
environments of many students. Given the facts that the intellectualism scale
has validity and that both the personal characteristics and the dimensions of
the school climate have only limited explanatory power, this interpretation seems
defensible. It is important, in this connection, to return to Hayes discussion
of 3.ntellectualism(1963,Tp. 972-1005) at the college level to which reference
was made in the preceding chapter. Although Bay does not use the concept sali-
ence in his theory of the intellectual development of college students, his
discussion of the factors that militate against the accomplishment of the main
purpose of higher education--to develop rational and intellectual individuals32
--is highly consistent with the explanation based on salience.

MEC

32
Bay makes a crucial distinction between the academic incentives of stu-

dents and their intellectual incentives. The former refers to the value the stu-
dent attaches to good grades, while the latter refers to the satisfaction the
student feels in attempting to broaden his understanding and increase his power
of reflection. He admits that combinations of the two incentives often occur,
but argues that thls makes it crucial to distinguish between them. This dis-
tinction between academic and intellectual incentives is similar to the one made
earlier in the present analysis between extrinsic and intrinsic valuation of
knowledge.
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TABLE V-10

INDEPENDENT EFFECTS OF PERSONAL ORIENTATION TOWARD
INTELLECTUALISM, FATHER'S EDUCATION, AND ABILITY ON

THREE DEPENDENT VARIABLESa

Independent
Attributes

Dependent Attributes

Math English College
Performance Grades Plans

Intellectual Orientations .137
b

206b
.191

b

Father's Education .142
b

.086
b

.225
b

Ability .310
b

.194
b

.160
b

a
All effects are standardized to dichotomous form. They represent the

proportion of variation in the dichotomized dependent attribute explained by
each independent attribute with the other two independent attributes controlled.
For example, the effect of father's education on math performance with intel-
lectual orientations and ability held constant is .142.

b
Significant at the .01 level.

Bay enumerates several reasons why the typical college community is an im-
pediment to the intellectual development of students and instead promotes social
and academic incentives. The most obvious reason, he argues, is that the sys-
tem of teaching is geared to the desires of academic strivers rather than to
intellectuals because of the organization of the typical college or university- -
a proliferation of courses for both students and professors which fragments the
time of each, making it difficult to pursue intensively the mastery of any sub-
ject matter; the publish or perish syndrome on most campuses which interferes
with the opportunity of teachers to prepare intellectually stimulating courses;
and finally the grading system which forces the student to compete with his
peers and decreases the opportunity for engaging in a joint intellectual enter-
prise with the teacher.

A second reason is the tendency of many professors to lose whatever intel-
lectual interests they may once have had because of their desi-e for financial
security through tenure, which is not enforced by quality teaching but by the
number of publications.

A third and most crucial reason the intellectual incentives of students
are not nurtured in the college environment is that in the larger society, of
which the college is a part, there is a tenuous relationship between intellectual
quality and social mobility. Bay contends that one of the most critical deter-
minants of student incentives is the perceptions they have of the instrumental

- 177- -',"777:4477791
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value of various types of efforts in college in enforcing the performance of
roles they anticipate in their post-college careers. He argues that intel-
lectual effort (as opposed to academic effort) is not viewed by most students
as having utilitarian value for their future careers; intellectual incentives
pervail in a noticeable proportion of students in such areas as the humanities,
liberal theology, art, social sciences, and in the more fundamental natural
sciences. In most other fields, he argues, there is at best only limited in-
centive for the student to employ his mind for any purpose other than learning
the subject-matter necessary to meet the requirements of an occupation which
will bring him economic security and social prestige in the larger society.

Although Bay presents no empirical evidence to support his thesis, it is
highly consistent with the argument of Corwin (1965) and several other commen-
tators about the lack of importance of intellectualism in the American educa-
tional system. Even more important is the support it provides for the interpre-
tation of the results of Table if-9, for if the college environment does not
generally promote the intellectual development of college students, one would
certainly expect the secondary school system to stress intellectualism even less.

Bay also speculates on how some students manage to acquire intellectual in-
centives despite the fact that the educational system and the larger social
order are primarily an arena for developing social and occupational skills, not
the faculties of rationality and reflection and an intrinsic valuation of know-
ledge.

Bay's fipect. lative frame of reference involves two obvious primary sources
of intellectual development in the individual--the family and the early school
experiences. He argues that the family which inculcates in the child a sense
of personal worth and high self-esteem creates an individual who is free of anx-
iety, which is of crucial importance in intellectual development. Stated in
negative terms, parents who reject the child create doubts in him about his
worth as a human being, leading to personal anxiety which invariably forestalls
a rational or intellectual approach to the problems the individual faces in
his mental development.

Secondly, the school environment which fosters intellectualism in the child
is one which not only permits full expression of his impulses but encourages him
to utilize such impulses as the primary motivational basis for the learning pro-
cess. On the other hand, the school which induces the child to accept uncriti-
cally answers to questions on the ground that a belief is socially expected is
an institution which stifles curiosity, the sine 01 non of rational and reflec-
tive thinking.

As noted earlier, Bay does not support his argument about the sources of
intellectualism with data; consequently, it is impossible to determine directly
the validity of his explanation. It is certainly beyond the scope of the pres-
ent study even to attempt to provide a definitive answer to the problem of
sources of variation in intellectual values of students as posed by Bay. Such
an attempt would be a major research undertaking in itself, involving an inten-
sive longitudinal study of both the family and school influences on the intel-
lectual development of students over a considerable span of their educational
careers. However, it is worthwhile in the present analysis to attempt, in a
purely exploratory manner, to isolate personal and background characteristics
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(other than the ones already considered) which are associated with students'
intellectual values since there is little empirical evidence available on this
topic.33 Such an analysis will perhaps make some contribution toward con-
structing a social-psychological profile of high school students who are intel-
lectually oriented. However, before attempting to isolate correlates of intel-
lectualism in the preseqt sample,it is important to cite findings from a limited
number of studies of adolescents which have some measure of relevance to this
neglected area of research.

Getzels' and Jackson's research (1960) on the "gifted student" is related
to this problem area. In their study of high school students, these two re-
searchers were concerned with variables which distinguish two different types
of gifted individualsthose high in I.Q. and low in creativity and those high
in creativity and low in I.Q. They examined the achievement motives, fantasy
productions, academic performance, and teacher preferences of these two groups
of adolescents. Their more important findings are as follows: (1) The two
groups were equal in school achievement. (2) The intelligent subjects were
more preferred by the teachers than were the creative ones. (3) There were no
significant differences in need for achievement (McClelland, et al., 1953).
(4) There were important differences in fantasy productions, with the creative
group using more stimulus-free, humorous, and imaginative themes.

Getzels and Jackson also investigated the occupational goals of the crea-
tive and intelligent groups. They found significant differences in both the
quality and quantity of their occupational goals. The creatives were more
likely to mention unconventional occupations such as writer, adventurer, and
inventor, while the high I.Q.'s were more likely to choose the conventional pro-
fessions such as lawyer and doctor--occupations which involve less career risk,
With respect to quantity of occupations, the creatives considered a greater range
of career possibilities than did the highly intelligent students. That is, the
former were able spontaneously to mention a larger number of career possibilities
for themselves.

Finally, important differences were uncovered between the two groups with
respect to the extent to which "teacher standards" and "success in adult life"
were motivating factors in the!or career aspirations. The high-I.Q. students
aspired to personal qualities which they believed were important for adult suc-
cess and those favored by teachers. On the other hand, the creative students
favored personal qualities which bore no relationship to those they felt were
important for adult success; they tended to favor personal qualities which were
the reverse of those they believed teachers valued. Getzels and Jackson thus
concluded that the creative subjects were more autonomous with respect to the
more widely accepted adult standards of success and possessed a need to diverge
from such standards and accept the risk and uncertainty of the unknown with re-
spect to career choices.

33
As noted by Bay, the voluminous literature on the academic behavior of

students and on experiments in teaching has almost invariably been restricted
to academic achievement or aspirations as the dependent variable, not intellec-
tual achievement or values.
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They further concluded that the cognitive functioning of the high-I.Q. andhigh-creativity groups was qualitatively different. Borrowing terms fromGuilford (1957), they contend that the high-I.Q. student favored the "conver-gent" mode of thinking while the creative student exemplified the "divergent"mode of cognitive functioning. They distinguish between these two types ofability as follows (p. 17):

"It seems that the essence of performance of the high-creativity
adolescents lay in their ability to produce new forms, to risk
conjoining elements that are customarily thought of as indepen-
dent and dissimilar, to 'go off in new directions'. The creative
adolescent seemed to possess the need to free himself from the
usual, to diverge from the customary behavior; he seemed to enjoy
the risk and uncertainty of the unknown. In contrast, the high-
I.Q. adolescent seemed to possess to a high degree the ability
and the need to focus on the usual and to be channeled and controlledin the direction of the right answers, the socially accepted solu-tion. He appeared to shy away from the risk and uncertainty of theunknown and to seek the safety and security of the already known."

In a later study of creative and academic performance among National MeritFinalists Holland (1961) obtained results which supported Getzelni and Jackson'sfindings.
14

Holland was interested primarily in determining if there were per-sonal, demographic, and background differences between talented high school stu-dents who were high achievers (as measured by grade point average) and thosewho had demonstrated high creative performance as measured by accomplishmentsindicative of original contributions in the sciences and arts. His most un-equivocal finding was that for an intellectually superior sample, creative per-formance was generally unrelated to academic performance as measured by grades.He concluded that academic performance was a function of a personal syndromecharacterized by peraerverance, self-control, good behavior, and rigidity,where-as the personality pattern of the creative student was described as independent,expressive, consciously original, and having aspirations for future achieve-ment." Holland's results are consistent with the earlier voluminous theorizingabout . reativity which depicted this type of individual as independent, complexin outlook, curious, self-assured, intellectual, interested in science and art,and generally effective.

Most important in Holland's study are data which present clues about familialsources of creativity--data usually not available in studies of creativity orintellectualism. He found the parents of the creative students to be more per-missive and supportive of the child's ideas and impulses which he believes areconducive to communication with the larger environment and the development ofintellectual curiosity. These family background differences are consistent with

01W.O.MY.11101.71.1

3. An An unpublished version of Holland's paper is cited in Coleman (1961, p.323).

35
The reader will notice the similarity in the descriptions of the "creativestudent" of Holland, the "divergent thinker" of Getzels and Jackson, and the"student intellect" of Bay.
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the generally accepted hypothesis that creative persons tend to come from per-
missive home environments which encourage independence of thought and explora-
tion of self and environment. They are also consistent with studies of the
effect of child-rearing practices upon achievement motivation and high achieve-
ment. Representative of such studies are the works of Rosen and D'Androde (1959)
and Strodbeck (1958). Using male subjects, Rosen and D'Androde found a positive
relationship between early achievement and independence training in the home and
later achievement motivation.

Strodbeck conducted a comparative study of the influence of family role
structure and value systems on the achievement level of Italian and Jewish boys.37
He found that overachievers scored higher than underachievers on both need for
achievement and achievement values. More important to the present discussion,
however, he showed that these two variables were positively related to the de-
gree of independence and equalitarianism in the interaction patterns between
parents and sons, with the characteristics more prevalent in Jewish families.
Moreover, Jewish families were more likely to espouse those values in their
child-rearing practices which have been stressed as important for achievement
motivation and high self-esteem--a belief that the world is orderly and predict-
able and, therefore, the individual can and should control his destiny; the be-
lief that the child should be willing to sever family ties and make his own way
in life; and a belief in individual rather than collective credit for work ac-
complished.38

Taken together these studies suggest a number of variables for which meas-
ures are available in the present study (from the student questionnaire) which
should differentiate between high and low scorers on the intellectualism scale.
Since it was demonstrated earlier that there are significant differences between
boys and girls on the intellectualism scale, the results of this analysis are
presented separately by sex.

Table V-11 shows the effect estimates of twenty-five personal and back-
ground characteristics on intellectual orientations for a representative ten
percent sample of the students in eall schoo1.39 Since these relationships are

116.
36
Elder (1965, p. 81) states: "Many of the personal qualities and skills

that enable children to meet standards of excellence--self-reliance, competent
judgment, problem-solving ability, and a questioning mind--are acquired in parent-
child relationships, providing guidance and yet allowing the child freedom to
develop individual mastery and responsible decision-making." Elder presents
cross-cultural data from the U.S., Great Britain, West Germany, Italy, and Mexico
to support this proposition.

'Subjects from these two ethnic groups were chosen because of their differ-
ent rates of social mobility in American society.

38
Cited by Boocock (1966, p. 36).

39
The entire populations of the schools were not used here because of com-

puter costs.
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based on a small sample of the school populations, the .05 level of significance,not the .01, is chosen as the level beneath which any relationship is ignored.

to be a scientist (Q. 424a), and to "realistically" plan to be'a scientist.These results demonstrate that the intellectually oriented students are more

The findings of the table may be summarized as follows. 'For both boys andgirls, the intellectual student is more likely to desire a job in which "thework is important and gives a feeling of accomplishment" (Q.431),4° to desire

likely to have occupational values and choose careers which reflect creativityand intellectuality than those with low scores on the intellectualism scale.These results are consistent with the findings of Getzels and Jackson (1960)cited above demonstrating that creative students are more likely to have uncon-ventional occupational preferences than those low in creativity.

Turning to the collegiate values of the two groups, the results clearly in-dicate that students with high scores on the intellectualism
scale evaluate morepositively intellectual incentives in college attendance than those with lowscores. It is especially noteworthy that the former are more likely to definesuccess in college in terms of original and scholarly research (Q.369)41 andconsiderably less likely to aspire to campus leadership (Q. 368). There are nosignificant differences between the two groups in terms of the value they placeon grade achievement. However, among boys there is 11,,tendency for the intellec-tual students to rank high grades as less important.' For girls the differencesare in the oppnaita

direction, tr..t the relationship is almost non-existent.

Male and female students with high intellectualism scores are also shownto engage in more intellectually related activities outside of school and tohave more esthetic tastes than those with low scores. Specifically, the formerspend less time watching T.V., are more likely to have an intellectual hobby,and do more serious reading (other than that required for school work). Theyare also significantly more likely to prefer classical or folk music and to en-joy art and reading.

With respect to orientation toward high school, the data indicate that forboth sexes the high scorers on intellectualism devote more time to homeworkassignments. They are also more likely to report a sense of satisfaction from

40
This variable is accepted on face validity by the authors as a crude meas-ure of preference for "creativity" in an occupation as opposed to "security."For a similar distinction in adolescents'

occupational values, see Boyle (1966,p. 637). This relationship suggests that the intellectually oriented studentis concerned with individual credit for accomplishment rather than security.
41
This result seems consistent with Holland's conclusion.(1961, p. 143) thatgood grades are a function of socialization (i.e., citizenship and popularity),whereas creative performance Is a function of conscious concern with accomplish-ment and originality.

42
Getzels and Jackson (1960, p: 15) found that their creative subjects as-signed slightly less importance to high grades than did those with low scoreson creativity.

krattiiizatligu,
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serving as a teacher's assistant in class. These two findings suggest that theintellectual student is more academically oriented in his outlook toward schoolthan his low-scoring counterpart.

Unfortunately, only two crude indicators of family sources of intellectual-ism (other than those of Table V-9) are available in the table. 43 Nevertheless,the two variables listed under the heading "Home Background" provide some in-direct evidence of parental influences. The first variable, the reported num-ber of books in the student's home seems, as contended by Kirk (1965, p. 62), to bea reasonable indicator of the parents' degree of intellectualism. As one wouldexpect, there is a positive and significant relationship between this factor and therespondent's intellectualism. The second characteristic under this category--ethnic_background of the student--shows a rather strong relationship for boys but none forgirls:44 Boys from Jewish backgrounds have significantly higher intellectualismscores than those from other ethnic backgrounds. This finding is certainly con-sistent with the great importance of education and intellectualism in the Jewishsubculture. It is also consistent with Strodbeck's finding (1958) regarding thepositive influences of the family structure and value systems of Jews on theachievement levels and values of their sons.

The final category of Table V-11, "Self-to-Others Orientation," includes anumber of variables which have significant relationships with students' intel-lectual values. Briefly stated, the results demonstrate that for both boys andgirls, students with intellectual values are more likely to belong to cliqueswhich stress good grades for popularity Q. 71); less likely to date frequently(Q. 108); more likely to value dating high achievers (Q. 135); and more asocialwith respect to both parents (Q. 44) and student colleagues (Q. 47). In short,the intellectual student seems to be more oriented toward other students whoshare his intellectual
perspective but, simultaneously, more independent ofboth peers and parents than the student with a low intellectualism score. Thus,he is more socially independent.

43
Undoubtedly, more refined indicators of various aspects of family struc-ture would account for a much larger proportion of the variation in students'intellectual orientations than those presented in Table V-11 or in earlier sec-tions of the analysis. Specifically, adequate measures of aspects of child-rearing practices such as dominance vs. equalitarianism and the degree of emphartsis by parents on instilling in the child such traits as independence, intellec-tual competence, control of destiny, and inquiringness or curiosity would sub-stantially increase the explained variation in intellectualism.

44
Any explanation for the failure of this ethnic difference to hold forgirls is without supporting evidence. Perhaps the high academic and intellectualexpectations which Jewish parents have for their sons are not inculcated to thesame degree in their daughters. Boroff (1961, p. 83) states that in the lower-middle-class Jewish family the daughter's education has a lower priority thanthe son's, and in the orthodox family the daughter's education is regarded asexpendable. Finally, in describing the prototype of the upper-middle-classJewish girl at college he states (p. 87): "Most of them, with a stubborndenigration of their own academic talents, view out-of-town college as merelyan excursion . 'kusband-hunting."
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Overall, the results of Table V-11 present a profile of intellectually
oriented students similar to the creative and achievement-oriented adolescents
described by such researchers as Getzels and Jackson (1960), Holland (1961),
and Strodbeck (1958) and, thus, further demonstrate the adequacy of the measure
of this concept in the present study.

Effects of Climate Dimensions on College Plans and
Mathematics Achievement vith stilde.ntra' Intellectual Vol-es Controlled

In Tables V-1 and V-3 it was demonstrated that although controlling ability,
family background, year in school, and sex reduces the zero-order effects of the
climate dimensions on college plans and mathematics achievement, overall the cli-
mate factors retain a portion of their explanatory power. However, one critical
question remains unanswered by the results of these two tables: Does the preva-
lent climate of the school exert an influence on the educational plans and achieve-
ment level of its students independent of their internalized academic orientations?
As stated by Blau (1960) in his original formulation of structural effects,
to isolate a structural effect, a relationship between the group level attribute
and a dependent attribute at the individual level must be. demonstrated while the
corresponding or closely related characteristic for individuals is held constant.
In the present analysis, students' scores on the intellectualsbm scale are em-
ployed as the measure of their individual academic orientations. This scale, both
in Chapter IV and earlier sections of this chapter, has been shown to have an
acceptable level of internal consistency and a high degree of validity. Thus,
the scale provides an adequate indicator at the individual level of the contextual
attributes measured by the six climate dimensions.

Tables V-12 and V-13 present the effects of the climate dimensions on col-
lege plans and math achievement, respectively, with students' intellectual values
held constant. In the two tables, father's education and student's ability are
also controlled. Sex and year in school are not held constant here because,
even with the large number of cases available in this study, to control six at-
tributes simultaneously would result in too few f.tases in the cells of the partial...IA
tables to obtain reliable estimates of the effect parameters for the independent
attributes." As shown earlier in the analysis, whether year in school and sex
are controlled has noAffect on the relationship between the climate dimensions
and math performance.'" Further analysis reveals that controlling sex and grade
has almost no influence on the magnitude of the relationship of the climate
dimensions to college plans. Given these two findings,it is safe to conclude
that any differences in the magnitude of effects of the climate dimensions on
college plans and math achievement in Tables V-1 and V-3 and those in Tables
V-12 and V-13 are not a consequence of whether sex and grade in school are held
constant.

45
Blau (p. 179) considers structural effects as a special type of "contextual

propositions"

46
In addition, to have included all six independent attributes would have

exceeded the capacity of the computer program used in obtaining the effect param-
eters.

47
See footnote 27 of this chapter for a discussion of this point.
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A comparison of the results of 'cables V-12 and V-13 with those of V-1 and
V-3 indicates that (with one exception to be discussed below) the climate dimen-
sions continue to exert an effect in the expected direction on college plans and
math performance. In fact, controlling students' intellectual values reduces the
effects of the climate factors on the two dependent attributes only a negligible
amount. Thus, overall, the contribution of the various aspects of the school
climate to students' performance and college intentions is independent of their
internalized intellectual orientations.

The one exception to this generalization is the relationship of Factor VI
to both dependent attributes. In Table V-3 it was shown,that the effect of
Factor VI on math achievement virtually disappears when relevant personal attri-
butes are controlled. Table V-13 indicates that the extent to which the student
status systems stress achievement for high status has, for all practical pur-
poses, no effect on math achievement when intellectual values are controlled.
Furthermore, in Table V-12 it may be observed that the effect estimate for Fac-
tor VI on college plans is reduced to a level of non-significance when students'
intellectual values are controlled. Thus, evidence is again uncovered that the
extent to which the dominant student subculture of the school stresses the impor-
tance of academic criteria for status has neither substantively nor statistically
significant influence on two important variables--performance on a standardized
achievement test and college plans. Whether the discrepancy between these re-
sults and those of Coleman (1960) on this point are attributable to differences
in the measures of peer rewards for achievement, to different types of school
populations, or to a fundamental change in the orientation of the new generation
of high school students toward the importance of achievement and its relation to
college attendance cannot be answered definitively here.

Regardless of the source of the discrepancy, it should again be reiterated
that the proposition which holds that there is a status system among adolescents
in the school which acts as a powerful tmpediment or facilitator to individual
achievement and advanced educational plans should not be uncritically accepted.

Summary and Discussion of Results

The data presented in this Chapter reveal a modest and consistent effect of
various aspects of school climate on three categories of academic behavior of
students--college plans, mathematics performance, and intellectual orientations- -
with the effects of relevant personal variables controlled; namely, sex, year in
school, father's education, and scholastic ability. Furthermore, data are pre-
sented which reveal that the climate effects on ccllcge plans and math achievement
persist when students' academic values (as measured by the intellectualism scale)
are controlled. This finding clearly demonstrates that the prevalent academic
atmosphere of the school exerts an influence on these two attributes independent
of students' internalized intellectual orientations, thus satisfying the most
fundamental requirement of contextual analysis--that the relationships between
the contextual measure and the dependent variable must be maintained while the
closely related characteristic of individuals is controlled.

The magnitude of the climate effects is comparable for educational plans
and mathematics achievement and generally lower for intellectual values. Evi-
dence from this study and from earlier research indicates that the weaker effects
of the various climate dimensions and personal and background characteristics on
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intellectual values are plausibly explained in terms of intellectualism being
less salient for students than either college attendence or academic achievement
because it is less stressed or emphasized at all levels of the educational sys-
tem, in the larger society, and in the home backgrounds of most students.

In an attempt to further understand intellectual values for the presentaamplp nf nanlaanant,U a number of personal and background characteristics ac-
sociated with the attribute were isolated. These characteristics produced a
profile of the intellectual student similar to that of the creative student des-
cribed by Getzels and Jackson (1960) and Holland (1961) and the achievement-ori-
ented student portrayed by Strodbeck (1958) and Elder (1965). Specifically,
the inference is drawn that the intellectual student is more likely than the
non-intellectual to have career aspirations reflecting creativity; to hold col-
legiate values defining college success in terms of original and creative a-
chievement; to spend his leisure time in intellectual pursuits; to have esthetic
tastes and values; to be academically oriented toward school; to come from an
intellectual home environment; and to be independent of parents and peers.

ali****UsAstablaw'

As noted at the beginning of this section, the effects of the various dimen-
sions of the educational and social climates of the schools are consistently in
the expected direction but not of a high order of magnitude. It is difficult,
for a number of reasons, to make direct comparisons of the degree of relation-
ship between the climate variables and the dependent attributes presented here
with those of earlier research iii this area.

First, there has been a tendency in earlier studies to focus on educational
or occupational aspirations as the dependent variables, instead of rigorous
measures of achievement and/or intellectual values. Secondly, the average
socio-economic composition of the school has often been used as the measure of
educational climate, not the direct and comprehensive indicators of the normatiy2

"influence perceived by students and faculty which were developed in this study.
Furthermore, earlier studies have not controlled simultaneously the large num-
ber of relevant personal and background characteristics which have been accom-
plished in the present study. Consequently, it is difficult to determine whether
the putative climate effects shown in earlier studies are valid or merely a
function of uncontrolled variation in personal and background characteristics
which are known to be highly associated with educational aspirations and plans
and academic performance.

48th
of these points hold true for each of the following studies: Wil-

son (1959), Banish (1961), Michael (1961), Turner (1964), and Boyle (1966).
Recent research by Sewell and rmer (1966) and results to be presented later in
this report seriously question the adequacy of SES context as a measure of
the educational climate of the school. Coleman's study (19611 is an ex-
ception in that he measured student value climates in relation to achievement.
A second exception is Gordon's intensive study (1957) of a single school. How-
ever, neither Gordon nor Coleman had available a precise measure of achievement
which was comparable across schools.
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An inspection of the tables in this chapter leads to the same result as
that of Coleman: family background and personal characteristics exert more inde-
pendent influence on the academic performance of students than does the school.

V-40

There is, however, one recent piece of educational research conducted at
the national level by Coleman, et al.(1966) which does provide a baseline with
which the results of the present study can be compared because of the rigorous
methodology It employed. Jencks (1966), in his review of Coleman's study, makes
the unqualified statement that it is the most important educational study con-
ducted in recent years. The survey was conducted under the auspices of the
National Center for Educational Statistics of the U. S. Office ofEducation and
had as its purpose the determination of the availability of educational oppor-
tunities for individuals of varying social backgrounds in public educational
institutions at all levels in the U. S. In the survey, data from a number of
sources were collected on more than 500,000 students and 60,000 teachers in
approximately 4,000 schools across the country. The important point of the sur-
vey, as it relates to the present study, is the information it provides on the
effects of numerous school characteristics on the achievement level of individual
students of varying social and ethnic backgrounds as measured by standardized
tests in a number of subject areas such as verbal and nonver/Jal ability, read-
ing, mathematics, and general information.49 The primary criterion of achieve-
ment used throughout most of the examination of school effects was a vocabulary

test measuring verbal abilitv.50

Two important results from the Coleman survey which provide support for
the findings of the present study should be emphasized here:

(1) Most of the variation between students in achievement was not accounted
for by school factors or characteristics. Thus, despite the great
diversity of school facilities, curricula, and faculties, the variation
in achievement between pupils within the same school ins approximately
four times as great as the variation between schools.

(2) A large part of the variation in individual achievement was accounted for
by family background differences.

49
The results cited here are found in Chapter 3 of the Coleman report.

50
This decision was made because scores on ability tests used in the re-

search (similar to "intelligence" tests ordinarily used in schools as measures of
a child's capacity to learn) were discovered to be as much affected by school
characteristics as scores on achievement tests. Thus, Coleman argued, the verbal
ability test (which also showed the highest correlation with other standardized
tests such as mathematics achievement) provided a rigorous index of the school's
effectiveness on students' learning.

51
However, one of the school factors which did provide_ a facilitating effect

upon the achievement level of individual students with family background
characteristics controlled was the educational aspirations of other students (as
measured by the proportion of students with college plans). This variable is
clearly a climate attribute an defined in the present analysis and provides in-
dependent support for the climate effects on students' math performance.
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Despite this fact, however, the climate effects are of substantive significance
in light of the fact that for each of the three dependent attributes at least 50
percent of their variation is unaccounted for by personal and family background
characteristics which systematically have been shown to be the most important in
predicting academic achievement and college aspirations and/or plans. Further.
more, the comprehensiveness and adequacy of the measures of the various dimensions
of school climate and the statistical technique employed have greatly decreased
the likelihood of obtaining spurious contextual effects (i,e., statistical arti-
facts)--a problem which has plagued earlier researchers in the type of research
presented in this report.

Based on the mass of data presented in this chapter, it.is concluded that
the individual's academic behavior is influenced not only by the motivating force
cf his hame environment, scholaitic ability, and value orientations, but also
by the pressures applied by other participants in the school setting. More
specifically, in those schools where academic competition, achievement, intel-
lectualism and subject-matter competence are demonstrated and emphasized by
faculty and other students (both at the global and more immediate, interpersonal
levels) individual students tend to adopt these scholastic norms, resulting in
higher achievement, educational aspirations, and intellectual values on their
part.

The analysis of the relationship of student status systems to academic
achievement conducted at the school level in the present chapter has produced
negligible results. Given the wide acceptance of the importance of these sys-
tems for the academic behavior of students, this line of inquiry will be pursued
further in the next chapter. Specifically, the chapter will be devoted to an
examination of (1) the effects of the student's status in school on his academic
behavior and (2) the relation of the content of student body norms for prestige
to the dependent attributes.



Chapter VI

THE EFFECTS OF STATUS ON ACADEMIC BEHAVIOR AND THEIR
RELATION TO NORMATIVE CLIMATES OF SCHOOLS

Introduction

The major thesis of Coleman's (1961) monograph on adolescent °"^"14-'
is that the fundamental competition in a high school is for recognition and
respect in the eyes of one's fellows and the opposite sex (p. 143):

"Competition for scholastic or athletic honors, as well as competi-
tion in other activities, is important to the competitors, not on
its own account, but because it helps win status in the eyes of
other teen-agers. To be sure, winning recognition and respect in
the eyes of parents is important, too, to most teen-agers; but
preceding chapters have indicated its decreasing importance, and
its increasing replacement, in the adolescent's scheme of things,
by recognition and respect from his peers."

The widespread currency of Coleman's thesis and the importance of the impli-
cations of the thesis if it describes reality (see Chapter IX of his monograph
for an extended discussion of the implications of the high school status sys-
tem as he sees them) demands that it be re-examined carefully in additional
schools to test its generality. The purpose of this chapter is to examine the
relationships between status and academic behavior on the individual level and
the implications for these relationships of the normative climates of schools--
the contexts within which status affects academic behavior.

The Measures of Status in the School Social System

Two measures of status in school will be considered here--for a subset of
nine schools, the number of same sex leading crowd choices received (see Ques-
tion 113a of the student questionnaire) and for all twenty schools, a subjective
measure, the response to the question: Would you say you are part of the lead-
ing crowd in this school? (Question 114 of the student questionnaire.) Data
for leading crowd choices are not available for all twenty schools because
financial and time considerations did not permit the coding of sociometric re-.
sponses for all schools. The nine schools for which sociometric data were coded
are not to be taken as representative of all U.S. high schools or even of the
twenty schools in this sample. The nine schools were purposively selected to
insure variation on the six climate dimensions and also because they represent
the schools where most of the Negroes in the total sample attended. (See Chap-
ters I and II for a discussion of the extension of the study to include a com-
parison of citmate effects on the academic behavior of Negroes and whites.)

Students recelvir two or more leading crowd choicesare designated as
"being in the leading c:owd." The primary reason for using this cutting point
is that the focus her is on the effect of status on academic behavior, and
since other individual attributes must be held constant to obtain reliable esti-
mates of this effect, it is necessary to have a sufficient number of respondents
in the high status category. It goes without saying that for the concept "leading

VI-1
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crowd" to be meaningful, only a relatively small proportion of the school pop-
ulation can be included in it. This definition corresponds to those Coleman
specified as being "intermediate elites" (2-9 choices), plus ttose he called
the "top elites" (10 or more choices) (Coleman, 1961, p. 102). Table VI-1
gives the percent of the student body in each school classified as having high
status by this criterion.

The subjective measure of high school status is dichotomized "yes" vs, All
other responses. Intuitively, this status measure is less appealing than the
more objective leading crowd choices measure. A student's self-confidence and
idiosyncratic perceptual distortions are more likely to influence the response
to this item than responses to the item asking for the names of those in the
leading crowd. In any case, as a glance at Table VI-1 shows, more people are
put into the high status group via categorization on Q. 114 than by the number
of leading crowd choices received.

It should be stressed again that no attempt is being made to isolate the
few social elites in each school but rather to determine the effect of status in
school on academic behavior. To do this it is necessary to develop measures of
the adolescent "class" structure (which is related to, but by no means is wholly
determined by, the adult class structure of the larger community).

The two measures show a reasonable degree of correspondence. In the right-
hand columns of Table VI-1, the correlation between the indicators as measured
by the phi coefficient (expressed as a proportion of its maximum value with
given marginals) is presented by sex and school. Most of the non-correspondence
of classification between the two measures occurs in the cell containing those
students who receive zero lor one leading crowd choice but say they are in the
leading crowd.2 On the average, the number of cases in this cell is about
twice the number in the other deviant cell--those saying they are not in the
leading crowd, but who receive two or more leading crowd nominations.

The status measures are about equally related to ability level and father's
education. (See Table VI-2.) The discrepancy in each category of ability
level and father's education between the two status measures reflects the ap-
proximately seven percent discrepancy in the proportion of students classified
as being "high status" by the two indicators.

Figures VI-1 and VI-2 give some insight into the degree of ascriptiveneas
of the status systems of schools. Figure VI-1 shows the proportion of boys in
each school whose fathers have at least some college education (the horizontal

1
It should be pointed out that a person could name himself as being in the

leading crowd. Taking the criteria for high status as two or more choices in-
sures that high status students were named by at least one person other than
themselves. Correlations between the status measures were computed with leading
crowd choices broken zero versus one or more. The relationships were uniformly
lower than those shown in Table VI-1 where the criterion for leading crowd
choices is zero and one versus two or more.

2
No examination will be made here of the differences between students whose

self-reported status is congruent with peer nominations and those whose self-
reported status is incongruent with them.
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TABLE VI-1

PERCENT OF THE STUDENT BODY CLASSIFIED AS "HIGH STATUS"
FOR TWO STATUS CRITERIA BY SEX AND SCHOOL

inggvertermwser

School

Percent Receiving
Two or More Leading

Crowd Choices

Percent Saying
"Yes" to

Question 114

Correlation (Phi/Phi
Max.) Between
Status Measures

Boys Girls Total Boys Girls Total Boys . Girls Total

1 25.5 25.3 25.4 32.4 35.9 34.2 .52 .63 .57

2 a a a 32.8 30.2 31.5 a a a
3 21.1 18.2 19.7 30.6 26.8 28.8 .48 .53 .51

4 a a a 27.1 22.6 24.9 a a a
5 15.3 14.4 14.8 27.0 22.6 24.9 .48 .52 .50

6 a a a 27.1 21.0 24.0 a a a
7 27.1 30.6 28.8 36.0 37.5 36.7 .44 .39 .41

8 a a a 24.9 17.9 20.9 a a a
9 23.8 27.0 25.4 39.3 26.5 3209 .42 .35 .37

10 a a a 32.0 26.3 29.1 a a a

11 a a a 27.6 24.0 25.8 a a a
12 . a a a 33.5 33.3 33.5 a a a
13 a a a 34.5 35.5 35.0 a a a
14 24.0 23.5 23.7 33.1 30.5 31.9 .,57 .57 .57

15 25.2 22.0 23.5 34.8 27.3 30.9 .53 57 .55
16 a a a 34.4 '25.5 29.9 a a a
17 17,5 18.9 1.8.2 28.0 25,3 26.7 .53 .66 .60

18 a a a 31.6 27.4 29.9 a a a

19 a a a 36.8 35.9 36.4 a a a
20 26.3 22.6 24.4 39.5 29.8 34.5 .47 .68 .58
All 21.8 21.6 21.7 30.6 26.3 28.5

a
Sociometric data were not coded and tabulated for these schools.
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TABLE VI-2

PERCENT OF STUDENTS RECEIVING TWO OR MORE LEADING CROWD
CHOICES AND PERCENT PLACING THEMSELVES IN TEE LEADING
CROWD BY ABILITY LEVEL AND BY FATHER'S EDUCATION

Olaftil101MENWSMEmramMImmilM1111MIMMINIII
AIMMMINENIMMOODEMMONIM.

4.1.1111SMINMINIMINIONINIIi

Status Measure

Ability Leiyel

low
1 2 3

high
4

Unweighted
Effect Estimates

Standardized
to Dichotomous

Form,
Percent with 2+ choices 19.6 22.0 22.5 24.3 .032 (.01>p)

Number of Cases (2657) (1742) (1634) (1911)

Percent Placing Selves 27.6 29.2 28.2 29.3 .012 (p.05)
Number of Cases (5942) (4307) (4024) (4563)

Father's Education

. low high
1 2 3 4

Percent with 2+ choices 18.0 20.7 21.1 27.7 ,064 (.01>p)
Number of Cases (2427) (2198) (1156) (2366)

Percent Placing Selves 24.0 28.4 29.4 33.7 .064 (.01.0
Number of Cases (5239) (5095) (2882) (5803)

.1011111111

line) and the proportion of self-designated high status boys whose fathers have
at least some college education (the vertical line). In the schools where it
is relevant, vertical lines are shown also for high status as determined by
leading crowd choices. Figure VI-2 gives the same information for girls. It
can be seen by comparing these figures that a girl of high status is somewhat
more likely than a boy of high status to come from a family where the father has
some college training. Furthermore, in every school except number 07, girls of
with status are more likely to have fathers who completed some college education
than their female schoolmates as a whole. The same is generally true for boys,
witty Schools 07, 11, 19, and 20 being exceptions or instances where the status
measures give contradictory results.

As will be shown later in the chapter, the substantive conclusions to be
drawn about the effects of status in the school social system on academic be-
havior are the same for both status measures. Nevertheless, it seems appropriate
to present some results for both indicators, since they are differently conceived.

I
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Implications of Status for Academic Behavior

The findings of recent research directed toward assessing the influence ofthe adolescent status system on academic behavior have been somewhat paradoxical.Coleman (1961) found that students of high status made better grades, valuedgrades less, planned at a higher rate to go to college, and were less receptiveto being remembered as a "brilliant student." In short: high status studentsvalued academic success less, but performed better both in terms of grades anddesire to further their education iu college. Main and Coleman (1963), ana-lyzing data from six of the ten schools covered in Coleman's earlier monograph,found a positive relationship between high school social status and collegeplans, a relationship which increased from the students' freshman to their senioryears. A negative relationship between status and achievement orientation (de-sire to be remembered in school as a "brilliant student") was obtained. Thisrelationship decreased very slightly from freshman to senior year. In a sub-sequent article using the same data to examine the relative impact of familybackground and high school status on college plans, they (1965) demonstratedthat the effect of status, though smaller than that of family background in thefreshman year, increased to a level beyond that of family background by thesenior year. Their interpretation of this result is that students in high statuscliques in the freshman year, in which a majority of the members at this pointhad college plans, socialized those clique members without college plans to theimportance of such plans for future'financial, social, and occupational success.Conversely, among members of low status cliques, less value was placed on collegeattendance and socialization was seen as being away from college plans.

Other than the aforementioned studies, little attention has been paid tothe effects of status in the high school social system on academic behavior.Rather, researchers concerned with status have tended to focus on student statusas determined by family position in the community, e.g., see Hollingshead (1949).A general bias in grading in favor of middle -class students has been noted bysome researchers (Reiss and Rhodes, 1959, p. IV-104; Hollingshead, 1949). Giventhe higher rate of extra-curricular
participation by high status students, itwould not be surprising to find they did somewhat better in school, insofar asschools have some minimum achievement standard expected of students who areactive in school organizations (e.g., maintaining a "B" average to hold an officein school government). High status students may be "more select" in this sense.Gordon (1957) observed that status and year in school were associated with sophis-tication in manipulating teachers to obtain grades "adequate" to sustain partici-pation in school activities at a level to which individual students aspired.

Turning to the present data, Tables VI-3 and VI-4 give the zero-order rela-tions between the two status measures and the dependent variables. As the readerwill see, the basic relationships here are in the same direction as those foundby McDill and Coleman. High status students are more likely to have collegeplans, score high c- the math achievement test, and less likely to have a highvalue on the personal orientation toward intellectualism scale. It should beemphasized that the higher level of mathematics achievement for high status stu-dents, though not large, is meaningful since there is no possibility of perform-ance ascription; that is, teachers' judgments and social class biases cannotaffect the assignment of achievement level on this test, as they have been shownto influence assignment of grades in classroom work in some instances.
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TABLE VI-3

ZERO-ORDER RELATIONSHIPS BETWEEN LEADING CROWD CHOICES
RECEIVED AND THREE DEPENDENT ATTRIBUTES

Dependent
Attributes

Zero or One
Leading Crowd

Choice

Two or More
Leading Crowd

Choices

Unweighted Effect
Estimates of

Status

% With College Plans 54.0 67.3 .133 (.01 >
Number of Cases (6605) (1844)

% With Math C Score 5 49.5 58.3 .038 (.01> p)
Number of Cases (6208) (1736)

% Scoring a. 3 on P.O.T.I. 47.3 43.9 -.034 (.05>p)
Number of Cases (6651) (1844)

TABLE VI-4

ZERO-ORDER RELATIONSHIPS BETWEEN RESPONDENTS' EVALUATION
OF THEIR OWN STATUS AND THREE DEPENDENT ATTRIBUTES

Dependent
Attributes

Does Not Claim Claims
Membership in Membership in
Leading Crowd Leading Crowd

Unweighted Effect

Estimates of
Statue

%With College Plans 55.3 67.5 .122 (.01>p)
Number of Cases (14,148) (5,668)

%With Math C Score >.5 51.1 53.7 .026 (.01:p.p)
Number of Cases (13,472) (5,364)

7. Scoring 3 on P.O.T.I. 49.2 43.0 -.062 (.01>p)

Number of Cases (14,213) (5,686)

loaciii;W:muraada' 4"..-6=4,,Aagoziazavati.ioakamit
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Since family background and ability level are somewhat related to statusin the school social system and are highly related to college plans and mathe-matics achievement, the relationships just presented must be qualified by theconsideration of these characteristics along with status. In order to preservethe stability of the estimates of effects in later school-by-school analysis,the characteristic most strongly related to the particular dependent attribute--family background for college plans and ability level for mathematics achievementand intellectual orientation --will be controlled. To provide a consistent com-parison with that of school-by-school presentation, the controls for aggregatepresentation will be the same.

Table VI-5
3

presents the relevant data for college plans for both measuresof status with father's education controlled. The relationship with collegeplans persists with family background contrclled. Uniformly, for each level offather's education, high status students are more likely to have college inten-tions than low status students. McDill's and Coleman's (1965) contention thatan ascriptive process defined the composition of high status cliques with asocialization process inculcating the value of college attendance in those highstatus clique members not previously expressing college plans, does not throwlight on why, for each level of father's education, high status students aremore likely to have college plans. It may well be that high status is as mucha consequence of college plans as a cause. In the panel analysis (1963), em-ploying a continuous-time Markov model designed to assess over-time movementbetween discrete positions on attributes, they found that:

1) Those with positive college plans were more likely to move into the
leading crowd than those with negative plans.

2) Those with negative college plans were more likely to move out of the
leading crowd than those with positive plans.

3) Those in the leading crowd but without positive college plans weremore likely to formulate such plans than non-leading crowd members.4) Those outside the leading crowd who had college intentions were morelikely to abandon such plans than those in the leading crowd.

The present data, while not providing an additional test of these ideas, areconsistent with them.

High status students in the twenty schools are more likely than others tosay most or all of their friends have college plans (76.6% as opposed to 64.2%).Since this indicator of peer group influence was shown in the last chapter tobe strongly related to individuals' college intentions, it is introduced inTable VI-6 to further specify the relationships of status and family backgroundto college attendance aspirations. Peer group influence again operates moststrongly to encourage tine development of aspirations to attend college. Un-doubtedly, the processes by which peer group influence operates on the educational

The measures of relationship used in this chapter are the same as thoseused in earlier chapters. In most of the tables presented in this chapter, thearrangement of the data precludes placing the effect parameters in a column ofthe table so that they correspond in an orderly fashion to the independent vari-ables whose effects they measure. When this is the case,the summary effectparameters are given at the bottom of the table and labeled in the followingmanner: a4 = .xxx otx..1.p variable i where the i refers to a particularindependent variable. (See the section of Chapter III entitled "The Statisti-cal Procedure.")

,I,r47,MTIISTAPTM,PRMIW79,1!"14,14.1r,t,..elffVrt,rr,Vv7VITTP1,,.-nr"`'x'
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TABLE VI-5

PERCENT WITH COLLEGE PLANS FOR TWO MEASURES OF STATUS IN
SCHOOL WITH FATHER'S EDUCATION CONTROLLED

Subjective Status
Father's Education

Status
low
I 3

high
4

Low Status 7. 35.7 52.6 66.4 76.2
N (3984) (3647) (2034) (3847)

High Status 7. 48.0 61.7 73.6 83.9
N (1255) (1448) (848) (1956)

a
1
= .268 (.01>p) Father's Education

a
2
= .091 (.01>p) Status

low

Socioinetric Status

Father's Education

high
Status 3 4

Low Status 7. 31.9 50.3 65.9 80.9
(1989) (1743) (912) (1711)

High Status 7. 39.5 60.2 78.3 89.0
N (438) (455) (244) (655)

a
1
= .334 (.01:*0 Father's Education

a
2
= .090 (.01>p) Status

decision-making process are multi-faceted and complex. Part of this relation-
ship may be accounted for by selective association; for example, students in a
college preparatory program are more likely to have friends in the same program
than in a vocational or commercial program and vice versa. On the other hand,
students without firm college plans, in their association with those intending
to go to college, undoubtedly are subjected to social pressures which enhance
the salience of a college education as the most attractive and, perhaps, most
available of the alternative endeavors open to young people as they approach the
end of their high school careers.

It can be seen in Table VI-6 that status continues to make a small but
significant contribution to the explanation of college plans. Just what the
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TABLE VI-6

PERCENT WITH COLLEGE PLANS BY FATHER'S EDUCATION, FRIENDS'
COLLEGE PLANS AND SUBJECTIVE STATUS FOR ALL SCHOOLS

1111.

Father's Education

None, Few, or Some
Friends Going
to College

Most or all
Friends Going

College
Low Status High Status Low Status High Status

1 (low) 16.7 18.8 61.4 71.3
N (2196) (528) (1705) (698)

2 23.6 26.6 72.1 75.3
N (1386) (383) (2181) (1042)

3 37.2 28,,1 77.3 82.6
N (508) (139) (1489) (699)

4 (high) 41.5 56.0 84.0 87.6
N (646) (218) (3135) (1720)

a
1
= .149

a
2
= .046

a
3
= .454

Father's Education

Status

Friends' Plans

dynamics of this phenomenon are, whether status be the cause or effect, are not
clear. However, the earlier over-time data of McDill and Coleman (1963) suggest
a two-way causal process, and the present data are clrtainly not inconsistent
with such an explanation.

One final idea will be considered here. It is not unreasonable to assume
that, other things being equal, those students who receive more of the rewards
and benefits of high school and who find high school interesting and enjoyable
will be more likely to think favorably about continuing their educational ex-
perience than unrewarded and discontented students. Table VI-7 presents the
reaction of students from the nine schools with sociometric data to a question
designed to assess their overall satisfaction with their high school experience.
As one would expect, high status students report their high school experience
to be "fun and exciting" or "interesting" more frequently than low status stu-
dents (about 70% as opposed to about 55%).. Seeing the high school experience as
being generally rewarding may be one of the many phenomena which contribute to
the development of college plans and may form part of the explanation for the
higher rate of college intentions among high status students.

Table VI-8 presents the relationships between mathematics achievement and
the two measures of status with ability level controlled. Status as measured
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TABLE VI-7

PERCENT OF STUDENTS GIVING VARIOUS RESPONSES TO QUESTION
DEALING WITH SOCIAL AND INTELLECTUAL STIMULATION IN THEIR

HIGH SCHOOL EXPERIENCE BY STATUS IN SCHOOL, FOR NINE SCHOOLS"

Response Low Status
b

Hitch Status
b

Total

Filled with Fun and Excitement 7. 22.3 36.8 25.4
N (1396) (634) (2030)

Interesting and Filled with Work % 32.4 33.9 32.7
N (2034) (584) (2618)

Fairly Pleasant 7. 33.1 22.5 30.8
N (2075) (388) (2463)

Somewhat Dull 8.4 5.0 7.6
N (524) (87) (611)

Unhappy 3.9 1.9 3.4
N (242) (32) (274)

aResponses are to Question 137 in the student questionnaire in Appendix A.

b
Status is measured here by number of leading crowd choices received, two

or more choices received being defined as "high status."

by leading crowd choices has a larger effect on mathematics achievement than
does the subjective status measure. Apart from the fact that status measured
by leading crowd choices is slightly more related to mathematics achievement
than the subjective measure, status is slightly more highly related to achieve-
ment in the nine schools for which the sociometric data are available. Even the
subjective status indicator is slightly more related to mathematics test score
in these nine schools.4 School-by-school results will be presented later in the
chapter with some suggestions for why status may be related to academic behavior
differently in various schools. The discussion and elaboration here will be
focussed on the subjective measure of status since it is available for all schools.

4
Percent high on mathematics achievement for low and high status students

(by the subjective measure) for nine schools is, respectively: 50.1 and 54.5.
Compare the effect parameter for this relationship, .044, with those for status
on mathematics achievement given in Tables VI-3 and VI-4.

.. .<4.7,^44. ,

I

I



VI-13

TABLE VI-8

PERCENT SCORING HIGH ON MATHEMATICS TEST FOR TWO MEASURES
OF STATUS WITH ABILITY CONTROLLED

.11.111111.21111=11M111011=.1111111.

Status

Subjective Status
Ability Level

low high
1 2 3 4

Low Status

High Status

7. 25.0 51.0 61.5 76.7
N (4304) (3049) (2891) (3228)

26.3 53.5 62.7 80.2
N (1638) (1258) (1133) (1335)

a
1
= .360 (.01>p) Ability

a
2
= .021 (.01:>p) Status

Sociometric Status
Ability Level

low high
Status 1 2 3 4

Low Status % 23.4 48.3 62.1 78.1
N. in1171

4....,., (1359) (1266) (1446)

High Status % 30.0 56.4 66.2 83.7
N (520) (383) (368) (465)

8. = .374 (.01>p) Ability

a
2
= .066 (.01>p) Status

As is the case with college plans, little research has been done on the
relationship between social status in the high school and achievement. Most
research concerned with this area has dealt with status in the larger community
(i.e., family background es measured by father's occupation or one or both parents'
educational attainment) rather than the student's status in the school social
system. See, for example, the findings of Reiss and Rhodes (1959).

Ryan and Davie (1958, p. 10) cite four studies conducted at the primary
school level which found small positive relationships "between measures of social
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acceptance and both academic achievement and intelligence." In their own re-
search on a single high school, Ryan and Davie found a positive, though small,
relationship between students' social acceptance (average popularity rating
given by grade peers) and grades averaged over the academic year. They did not
try to explain the relationship beyond noting several possible causal connections:
" . . . that a student needs a certain amount of acceptance by his peers to func-
tion satisfactorily that good academic performance in itself may gain a
certain amount of prestige..." And that other, unmeasured, traits may operate
to effect both good academic performance and group acceptance, with social accept-
ance merely expressing the underlying variable that does produce good grades.

Lavin (1965, p. 136) cites two studies which report a relationship between
social acceptance and academic performance at the elementary school level. In
both studies the relationship disappeared when intelligence was controlled. He
suggested (p. 137) the relationship may be a function of teacher attitudes--
that peer norms regarding achievement in school may reflect teacher expectations
(and values, one might add). If teachers seem to value and reward achievement,
the high achievers' peers may do likewise. The values of high school students
are less likely to be a function of teacher attitudes, however, since research
such as that of Coleman (1961) has shown adolescent values are relatively indepen-
dent of adult values in general. It does seem worthwhile to introduce a measure
of peer group values toward the utility of academic achievement for status in
order to further specify the relationship between status and achievement.

Table VI-9 presents the data for an examination of the relationships of
status and the importance of grades for popularity among one's peer group (Ques-
tion 71 of the student questionnaire) with achievement. Overall, status exerts
(in a methodological sense, not necessarily a causal sense) a very small effect
independent of ability level and peer group evaluation of the importance of
grades. The effect of the index of peer group influence on mathematics achieve-
ment is larger than that of status. That status and importance of grades for
popularity contribute independently to the explanation of math achievement offers
some evidence that status does not accrue to high achievers solely as a conse-
quence of a positive value students' peer groups place on achievement. One would
have cause to be surprised if this were the case, in fact. As was pointed out
in the previous chapter, the relative ranking of the importance for status in
school of six items tapping the value content of the status system placed getting
high grades behind athletic prowess (being a cheerleader for girls), leadership
in activities, and having a nice car (clothes for girls) in nineteen of the twenty
schools. The conclusion pointed to is that although rewards for academic achieve-
ment form part of the total cultural system in high schools, the part these re-
wards play is small relative to the role of other, less intellectual- or achieve-
ment-directed, rewards.

In summary, any conclusions about the direction of causality for the small
relationship between status and performance on the .tathematics test must remain
tenuous. The relationship cannot be attributed to the correlation between ability
and status, since ability level is controlled in these tabulations. Whether the
difference in performance between high status and low status students be accounted
for by personality differences such as greater confidence or higher achievement
motivation on the part of elites cannot be determined here. Nor can it be deter-
mined whether the slight effect reflects a causal process in the other direction,
i.e., that status, to a relatively minor degree, does accrue to high achievers.

4

1.
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TABLE VI-9

PERCENT SCORING HIGH ON THE MATHEMATICS ACHIEVEMENT TEST
BY SUBJECTIVE STATUS, ABILITY LEVEL, AND IMPORTANCE OF

GRADES FOR POPULARITY AMONG ONE'S PEER GROUP

Ability Level

RANIMPIIMMMIOMMEIII

Grades Not Grades Important

Low Status High Status Low Status High Status

1 (low) 22.4 22.5 30.5 36.4
N (2901) (1140) (1349) (478)

2 7. 47.9 51.4 58.1 57.6
N (2083) (880) (940) (375)

7. 58.2 58.6 68.8 71.2
N (1928) (752) (941) (378)

4 (high) I. 73.2 76.7 82.8 86.9
N (2006) (873) (1208) (459)

IMMMIIIMMIIIIMIIIIMMSMINIIMIIIMIS1111111.11111=111711IMM.

a
1
= .356 (.01>p) Ability

a
2
= .022 (.01>p) Status

a
3
= .099 (.01>p) Importance of Grades

The remaining aspect of academic behavior being considered here, personal
orientation toward intellectualism, is related to status in a manner seemingly
contradictory to the relationships achievement and future educational aspirations
have with status. A smaller proportion of high status students have a high degree
of commitment to intellectualism than low status students. Thus, in spite of the
quite substantial relationship between intellectualism and achievement and intel-
lectualism and college attendance plans on the one hand, and the moderate rela-
tionships between status and these two aspects of academic behavior on the other
hand, status and intellectualism are negatively related. This set of relation-
ships, at least on the surface, violates the precepts of balance theory. Or as
Boocock (1966, p. 28) has said of similar findings in Coleman's work (1961),

the findings are inconsistent with consistency theory."

Ability level is the independent attribute most strongly related to personal
orientation toward intellectualism. It is introduced as a control variable in
Table VI-10 to further examine the relationship between intellectualism and sta-tus. As can be seen there, the negative relationship still exists. Ability ac-
counts for slightly more of the variation in intellectualism than status does
(.100>-.061).
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TABLE VI-10

PERCENT HIGH ON PERSONAL ORIENTATION TOWARD INTELLECTUALISM
BY ABILITif LEVEL AND SUBJECTIVE STATUS

low
1

Ability Level

2 3

high
4

Cka+PginagamhziLr.i344

Low Status 42.8 47.3 52.1 57.6
(4250) (3023) (2891) (3214)

High Status 36.6 40.7 45.6 52.6
(1618) (1255) (1130) (1332)

a
1
= .100 (.01>p)

a
2
= -.061 (.01>p)

Ability

Status

Again the question of causality must be raised regarding the relationship
between status and personal orientation toward intellectualism. If it were the
case that high school students were faced with a choice, whether conscious or
unconscious, between investing their resources and energy in the intellectual-
scholastic activities or the social-extracurricular activities of the school,
with the result that their values reflected this investment and that their sta-
tus was high or low depending on their social or scholastic bents, then one
would expect the performance aspects of students' behavior to likewise reflect
the investment. This description does not fit the results given here, nor the
results reported by Coleman (1961) and Main and Coleman (1963). Undoubtedly,
each of the dependent attributes promotes the others to some extent. That is,
high achievement brings personal and interpersonal forces to bear on students
to give consideration to college attendance, and a desire or iutention to attend
college spurs one to work harder in order to attain adequate preparation for
college. Having college plans and being a high achiever exposes one to the idea
that knowledge is worthy of value in its own right, and valuing knowledge for
its own sake stimulates achievement and a desire to attend college for a segment
of high school students. That the link from achievement and college plans to
the development of an intrinsic value for knowledge -- intellectualism- -is the
weakest link in this complex, triangular chain is evident from the present re-
sults and from the Maill and Coleman results (1963). While this configuration
of relationships seems to hold for the students as a whole, it clearly does not
for an important subgroup, namely, high status students. A force which is
equally important, or perhaps more important than an intrinsic value for knowl-
edge in motivating achievement and college attendance is the desire to "get
ahead in life." This may be coupled with nothing more than a tolerance of, and
discipline for, scholastic activities for many students. It is possible that
this type of motivation has special application for high status students, who
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in one sense may be the most socially sophisticated of students --sophisticatedin the sense of knowing how to "beat the system." That is, these "sophisticates"
realize that the most important criterion of success is a college diploma, nota college education. In contrast, the type of student for whom achievementand college aspirations are a function of intellectual commitment is one whosefamily background is conducive to such an orientation and whose peer associatesare tolerant or supportive of such a perspective.

Unfortunately, no index of peer group influence on intellectualism comparable
to friends' plans for college and importance of "getting good grades" for popu-larity among peers is available in the present data. A possible measure wouldbe the average personal orientation toward intellectualism scale scores for per-sons chosen as friends by a respondent. If the respondent were then characterized
as being in a friendship group with a high or low average scale score, the re-sulting attribute would measure peer group influence on intellectualism in amanner parallel to the way peer group influence on college plans is.measured bythe question on friends' college plans. The enormity of the data processing taskplus the lack of sociometric data for eleven of the twenty schools precludes con-structing this measure for the present research. However, since part of the con-tent of the intellectualism scale taps a personal concern for the quality of
one's academic performance, it is not inappropriate to take as an indicator ofpeer group influence on intellectualism the item used to measure interpersonalinfluence on grades. Therefore, in Table VI-11 the importance of "getting goodgrades" for popularity among one's peer group is introduced with status and abil-ity level to further examine the relation ,of status to intellectualism. It canbe seen there, that within each status group, students reporting that good gradesare important for popularity among their friends (notice this is not in the schoolsocial system as a whole) are much more likely to have high values on the intel-lectualism scale than students of similar status reporting no such peer groupvalue. There remains a discrepancy between high status and low status students
with regard to intellectualism, even with peer group influence controlled, Themagnitude of the effect of peer group influence on persmal orientation toward
intellectualism relative to that of status suggests that interpersonal influenceson the imediate peer group level are, considerably more important in determining
academic behavior and values than are,. subcultural values (i.e., school levelvalues which determine the criteria for status in the student social system).

1MUOMIIIMMINOMOINP=1/1MaaMINI.OWNINI.!

5McDill and Coleman (1963, p. 918) suggest an alternative explanation forthe motivation of high status students. It is that college offers the opportunityfor expanded social freedom and social activities with less parental control thanmost students experience in their high school years. They conclude: "Thus so-cialization by a set of peers, unless those peers be themselves scholastically
oriented, is likely to be away from scholastic achievement orientation while atthe same time toward college." There is no inconsistency between this explanationand the one given above. Most likely both operate to some extent among non-intel-lectually motivated students.

6
For data supporting this position see Table V-11.
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TABLE VI=11

PERCENT HIGH ON PERSONAL ORIENTATION TOWARD INTELLECTUALISM
BY SUBJECTIVE STATUS, ABILITY LEVEL, AND IMPORTANCE OF GRADES

FOR POPULARITY AMONG ONE'S PEER GROUP

4.1moMOI,On...wwwastweram-arr 41110011~111110.1M111111=10100111101111111P

NmasilmraminIV

Ability Level

1110.1.smosisIllesaf 301111IMIINewleamMININumON,

Grades Not Important Grades Important

Low Status High Status Low Status High Status

1 (low) 35.8 28.7 57.8 55.4

N (2901) (1140) (1349) (478)

2 7. 40.1 34.3 63.3 55.7

N (2083) (880) (940) (375)

3 7. 44.8 38.3 67.3 60.1

N (1928) (752) (941) (378)

4 (high) 70 48.7 44.3 72.4 68.2

N (2006) (873) (1208) (459)

..00101.111

a
1
= .092 (.01>p) Ability

a
2
= -.057 (.01:Pp) Status

a
3
= .231 (.01=0p) Importance of Grades

Thus, it has been shown that on the individual level, status in school
makes an independent contribution to the variation in three aspects of academic
behavior. No firm conclusions can be reached concerning the direction of
causality for these relationships. Remaining unexplained beyond the level of
speculation is the apparent inconsistency that on the whole, high status stu-
dents achieve at a slightly higher level than low status students, aspire to at-
tend college at a somewhat higher level, and yet show a lower level of commit-

. ment to generalized intellectualism. In two respects, achievement and college
attendance plans, student elites fulfill the stated goals of secondary education
better than non-elites. On the other hand, non-elites seem more oriented toward
learning for the sake of knowledge and achievement.

Social Systemic Relationships Between Status and Academic Behavior

The object of this section is to present, by school, the effects on each of
the dependent attributes, of status and that individual level characteristic
most related to the particular dependent variable. The summary effect parameters
will be examined to determine whether there are differences across schools and
whether such differences as may occur are related to the dimensions of school
climate. The reader may recall that in Chapter V these data were used in an
attempt to replicate Coleman's finding (1961, pp. 260-266) relating social
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rewards for academic excellence to students' investment of energy and resources
in academic achievement as opposed to non-academic activities. Specifically,
his hypothesis was that in schools where the social rewards for academic excel-
lence are greater, high achievers will be the students with the highest ability.
Coleman'a areument is that students' energy and resources will be invested in
areas where social rewards produce the greatest amount of "return per unit in-
vested."

If the reward system is such that achievement in the scholastic sphere
brings little return, high ability students are mare likely to channel their
energies into more rewarding non-academic activities. Coleman's rather strong
relationships were not reproduced in the present data. A related proposition
will be examined here: The relationship between status and the three dependent
attributes of this study should vary systematically with each of the six school
climate dimensions. For example, the effect of status on math achievement should
be negatively correlated with factor scores on the first climate dimension,
Absence of Academic Emulation. For this analysis, it is perhaps easiest to think
of the effect parameters as the difference in percent scoring high on the mathe-
matics test between high status and low status students averaged across ability
level. In these terms the proposition says that in schools low on Absence of
Academic Emulation (i.e., those with a climate which promotes academic excellence)
the discrepancy in performance between high and low status students at a given
ability level should be greater in favor of the elites than in schools high on
Absence of Academic Emulation.

For the presentation of the effects of status on academic bqhavior by school,
only the data for the subjective status indicator will be given.'

Tables VI-12, VI-13, and VI-14 give the basic data for this analysis. It
can be seen that there is considerable variation across schools in the degree to
which status is related to the dependent attributes. ° In eighteen of the twenty
schools, student elites are more likely to have college plans than non-elites.

511MIIIINKIIMINWO

7
The weighted effect parameters for leading crowd choices tend to be slightly

higher, but the ordering of schools by relative magnitude of parameters for the
two status measures is virtually the same. The Spearman rank-order correlations
between the two sets of effect parameters for the nine schools for which both
status measures are available are .783 for the effects of status on mathematics
achievement; .917 for college plans; and .950 for personal orientation toward
intellectualism.

8
It should be pointed out that significance level for the effect parameters

is a function of the number of cases in a particular school, as well as the pro-
portional split on the dependent variable for various combinations of the indepen-
dent variables. Thus, for School 08, with over 2100 students, the weighted effect
of ability level on personal orientation toward intellectualism at .098 is signif-
icant at beyond the .01 level, while the parameter for School 09, with just over
400 students, is not significant. at the .05 level even though the magnitude is
.142 (see Table VI-14). Since the respondents here represent not a sample, but
virtually the total school population, the parameters are taken as real differences
and the significance level is ignored.
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TABLE VI-12

SUMMARY TABULATION BY SCHOOL OF WEIGHTED EFFECT PARAMETERS OF
SUBJECTIVE STATUS Og COLLEGE PLANS WITH FATHER'S EDUCATION CONTROLLED

inrImmamile

School

Weighted Effect of
Father's Education

Standareized to Dichotomous Form
a

Weighted Effect of
Dichotomized

Subjective Status

1 .254 .210

2 .265 .242

3 .366 .117

4 .130 .024c

5 .377 .093
b

6 .129 .098

7 e183 .120

8 .281 .700

9 .301 .124
b

10 .221 .110b

11 .114
b

.056
b

12 .130c .122

13 .194 .059c

14 .248 -.019

15 .250 .169

16 .326 .149

17 .242 .065

18 .195 .058'

19 .166
b

.194

20 .324 -.015c

a
Parameters are significantly different from zero at beyond .01 level of

probability unless otherwise noted.

b
Significant at .05 level of probability.

c
Not significant at the .05 level.
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TABLE VI -i3

SUMMARY TABULATION BY SCHOOL OF WEIGHTED EFFECT PARAMETERS OF
SUBJECTIVE STATUS ON MATHEMATICS ACHIEVEMENT WITH ABILITY CONTROLLED

.111.111111111

School

Weighted Effect of
Ability Level

Standardized to Dichotomous Forma

Weighted Effect of
Dichotomized

Subjective Statusa

1 .383 .114
b

2 .359 .154
b

3 .361 .00 5c

4 .269 -.022c

5 .341 .098

6 .333 -.031c

7 .292 .062
b

8 .352 .013c

9 .313 .000c

10 .379 .054c

11 .287 -.030c

12 .320 -.042c

13 .309 .006c

14 .321 -.024c

15 .369 .056c

16 .332 .056c

17 .384 .040c

18 .355 .024c

19 .338 .024c

20 .341 .021
c

a

INIIMIIMMIVECM1111,171INEWM=WW1101NIMMINIIIIM

Parameters are significantly different from zero at beyond .01 level of
probability unless otherwise noted.

b
Significant at .05 level.

c
Not iignificart at the .05 level.

ft, 01,,k.t4,F



4

actorrari*rukticasirSirromartauriatthiloadirifiliarkaltalarirrirrralt Mita. alitaaiisicarroosaarielt.wholliktioWearrer,

VI-22

TABLE VI-14

SUMMARY TABULATION BY SCHOOL OF WEIGHTED EFFECT PARAMETERS OF SUBJECTIVE
STATUS ON PERSONAL ORIENTATION TOWARD INTELLECTUAL:Ea! WITH

ABILITY LEVEL CONTROLLED

11MEMPWWWWWIYIBMIMMIMd11.110111.01WIWOOkddrIMIO.AWAWW411.211.11,ROLAIMMWSWIVIIIIMMOWeTWWWillememIMM11.21MAIMMIMOOmIt.". 110.11.11,VIL
410111111=141M.IMIll.

School

vmmmrmmmmm.wmmmrwmrlmmwmllmwmmmwaruwrrrmmrammmmmmrwnmpmmrmrmmww..A..rmr..rmmmmtmmrmmmwogrmimnr. lininnalmoorse.

Weighted Effect of Weighted Effect of
Ability Le-.1e1 Dichotomized

Standardized to Dichotomous Fcrma SP.ibjectiie Statue

1 .086
c

.133h

2 .164 -.041c

3 .095c -.060c

4 .020' -.027c

5 .039c -.029c

6 .099
b

-.092

7 .124
b

-.063°

8 .098 -.088

9 .142c -.015

10 .079
c

-.007c

11 .075c -.029

12 .120c -.051c

13 .126
b

-.074

14 .116c -.119

15 .063c -.017c

16 .058c -.030c

17 .138 -.112

18 .078c -.091

19 .138c -.086c

20 .118c -.107

41111111111111.

a
Parameters are significantly different from zero at beyond .01 level of

probability unless otherwise noted.

b
Significant at .05 level of probability.

c
Not significant at the .05 level.

ok..,,
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The effects of status on mathematics achievement with ability controlled have a
slightly smaller range of variation than do the parallel effects on college
plans. In five of the twenty schools--Schools 04, 06, 11, 12, and 14--a smaller
proportion of self-designated leading crowd members than those saying they were
not in the leading crowd scored high on the mathematics test (Table VI-13). In
nineteen of the twenty schools, elites are less intellectually oriented than non-
elites (Table VI-14). The pattern of results for schools, in general, fits the
pattern of results for all schools combined in direction of relationship. It is
interesting to note that in two schools the relationships between status and the
three dependent attributes are, in Boocock's words, "consistent with consistency
theory." These schools are 01, where status is positively related to each de-
pendent attribute, and 14, where status is negatively related to them. Again,
it is pointed out that School 01 is in a New England town in which two institu-
tions of higher learning dominate the economic and social life of the area.
About forty-nine percent of the labor force was employed in rendering educational
services in 1960 while the comparable figure for the urban areas of the country
as a whole was 5.3. School 14 is located in a "bedroom community," a suburban
area stereotypically populated by the "organizatioe man." The surprising feature
of these schools is that School 14 has significantly 'eigher median mathematics
performance (6.4038 vs. 5.3793) and a larger proportion of students with college
plans (.687 vs. .591) than School 01. The latter school does exceed the former
in medial; scale score for personal orientation toward intellectualism (3.000 vs.
2.625). This suggests that perhaps the kind of environment which transfers an
intellectual ostentation, as opposed to generalizee achievement orientation, to
high school students is one dominated by an intellectual community. Further
suggested is a point which has been stressed earlier in this research; namely,
that an intellectual orientation is relatively independent of and quite different
from the middle-class achievement motivation which typically provides the incen-
tive for ieigh-achieving students in an institution such as School 14.

There is, then, variation across schools in the strength of the effect of
status on each of the dependent attributes. That remains to be answered is
whether this variation in magnitude of effect parameters is related to variations
in the climate dimensions of achools. Spearman rank-order correlations are used
to assess the degree of covariation between the effect parameters and factor
scores. To reiterate for the sake of clarity, what is being correlated are
ranked effect parameters of status on the dependent attributes (i.e., rank-ordered
measures of strength of relationship) with ranked factor scores. The unit of
measurement is the school. Table VI-15 gives the rank-order correlations by de-
pendent attribute for each of the six climate dimensions.

All, the relationships between the effect of status on college plans and cli-
mate dimensions are in the wrong direction except for the Absence of Scientism
dimension, and the correlation with this dimension is effectively zero. The re-
lationships for the other two dependent variables show more consistency with the
expected pattern, bat they are, with two exceptions, well below the magnitude
required for statistical significance. The climate dimension representing
Factor III, Cohesive and Egalitarian Estheticism, is related to rank-ordered
status effects on each of the dependent variables in the wrong direction, and
significantly in the case of college plans. No ex post facto explanation is
offered for this unexpected relationship. The other two relationships in Table
VI-15 which are strong enough to be significant are in the predicted direction.
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These two relate the effect of status on mathematics achievement to the dimen-sions Absence of Intellectualism-Estheticism and Absence of Scientism. Whilethese relationships are suggestive,they do not, when taken in conjunction withthe other relationships, offer much support for the proposition. One is forcedto the conclusion that the social and intellectual climates of schools do notsignificantly, in a substantive sense, affect the relationships between statusand academic behavior.

The climate dimension which, above all others, would be expected to be re-lated to the strength of association between status and the dependent attributesis the one measuring the relative degree of academic orientation in the statussystem. It should be true that if some student bodies socially reward intel-lectualism and academic performance more than other student bodies, status inthe school social system would be more related to academic behavior in the formerthan the latter type of school. The correlations between school factor scoresfor Factor VI and the effects of status on mathematics and on intellectual ori-entation are in the expected direction, but they'are small. The relationshipbetween factor scores on this factor and the effect of status on college plansis not even in the expected direction. Again, one is led to the conclusion thatthe value content of the status system bears no systematic relationship to aca-demic behavior.

Given.that the intellectual climates of schools do not explain the variationin the magnitude of the effects of status on the dependent attributes, the ques-tion arises, what does account for this variation? Coleman, in his originalstudy of the ten Illinois high schools, offered a possible explanation. He foundthat college intentions varied considerably more by school than did family back-ground (i.e., proportion of the students in school whose fathers had some collegeeducation,, a school-level measure he found to be moderately related to the pro-portion going to college). He concluded that the greater variation could not beexplained by the differences among schools in the importance of scholastic effortfor status. His suggestion, which he had no way of testing with his data, wasthat the status implications of college-going varied among schools. FollowingColeman's argument that elites in a school exemplify the values of the studentculture, it should be the case that the effect of status on college plans variesdirectly with the proportion of students in a school who have college intentions.The rank correlation between the effect of status on college plans and proportionof students with college plans is -.526 (.05>p). That is, the higher the pro-portion of students in a high school with college intentions, the lower the dif-ference between the proportion of low status and high status students witu suchintentions. Far from supporting Coleman's suggestion, this relationship contra-dicts it. Two other possible explanations for the variation across schools in themagnitude of the effects of status on college plans are suggested: (1) that astatistical "ceiling effect" is operating, or (2) that a relative abundance ofstudents with college plans means that college-going cannot be a phenomenon whichdistinguishes between high and low status students. An examination of the 2 x 2tables (status by college plans) for each school indicates that marginal splitson the two attributes do not constrain the degree of relationship for any school(i.e., given the marginals of the 2 x 2 table for any school, the difference be-tween percent college bound among high status students and the percent among lowstatus students could have been larger than it actually is.)
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The second suggestion offered above, then, is the alternative the authors
are more inclined to accept. The concept of status ranking implies a relative
scarcity (in the social system to which the ranking applies) of those qualities
which are deemed to be necessary and sufficient for high status. Thus, in
schools where most students have definite plans for college, the constellation
of attributes siannelAtpd with resii ge going (e.g., family background, ability,
"right friends," motivation, etc.) may .be necessary, but not sufficient, quali-
ties for entree into leading crowd. On the other hand, in schools where less
than a majority of students have college intentions, the constellation of factors
associated with college -going may be both necessary and sufficient or, more
likely, just sufficient for inclusion among the elites.

It should be mentioned that similar relationships do not obtain between the
effect of status on mathematics achievement and proportion scoring high on that
test and between the effect of status on personal orientation toward intellectu-
alism and proportion with a high score on the scale. This may be attributable
to the fact that the sghools vary rather narrowly around the over-all proportions
on these two measures.

One piece of evidence does further relate Factor VI to the value content
of school status systems. Question 67b in the boys' version of the student ques-
tionnaire asks them to uaTs the "best student" and "best athlete" among the boys
in their grade in school. The number of such choices received, along with the
number of leading crowd choices received, was summed for each boy. Then, for
each school, boys were characterized as being athlete-scholars, athletes, scholars,
or other, depending on whether they received two or more choices as both best
athlete and best scholar, as best athlete, as best scholar, or as neither. The
mean number of leading crowd choices for boys named two or more times as best
athlete or two or more times as best student, are shown by school in Table VI-16.
The discrepancy between these means (mean leading crowd choices received by
"best athletes" minus mean leading crowd choices received by "best scholars") can
be taken as an index of the degree to which athlete's fare better than scholars
in terms of prestige. If this index is adjusted (by dividing the discrepancy by
mean leading crowd choices received by all boys in the school) to take into ac-
count the fact that mean choices received vary across schools, the resulting new
index can be compared across schools to determine whether it varies systematically
with variations in the value content of the student status system.

One would expect the discrepancy between leading crowd choices received by
"best athletes" and those received by "best sur,ents" to be smaller, the more
students reward intellectualism and academic achievement. That this is indeed

J.INIIIIMMEN7111. =1,
9
The highest and lowest proportions of students in a school with college

plans, scoring higkt on the math test, anA with high values on the.POTI scale are
.340-.806, .264-.682, and .356-.544, respectively.

/0
See Coleman (1961, Chapter 6) for the rationale underlying this question

and his findings relating this categorization of male students to the student
culture in high schools.
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TABLE VI-16

MEAN LEADING CROWD CHOICES BY SCHOOL FOR BOYS NAMED AS BEST
SCHOLAR OR AS BEST ATHLETE

11111.M.

School

(1)

Mean Choices
for Scholars

(2)

Mean Choices
for Athletes

(3)

Discrepancy
(2) - (1)

(4)

School Mean
Choites for

Boys

1.011.1.190.1111113.1e

(5)

Index
(3) i-(4)

__MINI_

1 5.533 8.411 2.878 2.148 1.340

3 5.250 8.666 3.416 1.882 1.815

5 11.324 14.000 2.676 2.105 1.271

7 3.821 6.172 2.351 1.650 1.425

9 2.166 22.500 20.334 2.439 8.337

14 2.357 18.294 15.937 2.386 6.679

15 7.517 11.684 4.167 2.443 1.706

17 7.128 10.120 2.992 2.133 1.403

20 3.840 13.550 9.710 2.337 4.155

the case is reflected in the rank-order correlation of -.633
11

between the
adjusted discrepancy index and factor scores for the sixth factor, Academically
Oriented Student Status System. Here, then is evidence that the value content
of the student status system does affect to some extent the position of scholars
relative to athletes.

This relationship, in conjunction with results from Chapter V where the
effects of Factor VI on the dependent attributes were reduced below the level of
significance with personal characteristics controlled (see Tables V-3, V-12,
V-13) and where no relationship was found between factor scores on this climate
dimension and average I.Q. of high achievers (see Tables V-6, V-7), demands
further attention. This is especially important since the results from Chapter
V do not support Coleman's findings on the relationship of the value content of
the status system to ability of high-achieving students in The Adolescent Society- -

results which are considered the major substantive contribution of that work. One

411.1C, 4111=111111111011MMIl 41MENNinrePIMOININ44MR

11
This correlation is based on nine cases, a case being defined as one of

f

the nine schools for which sociometric data are available. For N=9 an r of
-.633 is significant beyond the .05 level. Rank correlations between this index
and Factors I-V are, respectively, -.300, -.500, +.133, -.533, and +.300. All are in 1
the expected direction but none of these is significant at the .05 level.

Irkk .77.r,617VrglrgrrA7W-rirrwrF-,-,immiVII,
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must ask whether the above relationship is logically inconsistent with theresults from Chanter V. The pertinent question seems to be: Can school statussystems vary in the extent to which high-achieving students are accorded Ares -tige and yet not have the effect of channeling students toward or away fromacademic pursuits? The data for providing a definitive answer to this questionare not at hand. A final observation is relevant, however. As has been men-tioned several times in this report, in none of the schools represented in thesample do student bodies rank achievement in scholastic activities above achieve-ment in extra-curricular activities in determination of status. In absoluteterms scholars never do as well as athletes. On the other hand, even in theschools which are poorest in terms of median math scores and proportion going onto college, some prestige accrues to scholars. If the present sample includedthe most anti-intellectual of city ghetto schools and the finest of privatepreparatory schools, perhaps the values of student status systems would havevaried enough to explain variation in academic behavior beyond that explained byinput characteristics and various aspects of the school environment.

There is still reason for doubt, though, because even Groton and Choateplace some importance on athletics and extra-curricular development, and theworst of city ghetto schools have National Honor Societies and other means ofrecognizing academic achievement. Perhaps the point to be made is this: Stu-dents make an investment in the social and scholastic activities of the school,and though they realize that some endeavors bring more or less prestige thanothers, the criteria for choosing activities are personal capabilities and a com-plex of interpersonal processes which operate selectivelyto influence individualsin a very narrow range of investment possibilities. Students are more probablyfrustrated by of2gratified by the school system of prestige allocation than in-fluenced by it. The results from Chapter V and this chapter do, in fact., sup-port the conclusion that school status systemi vary in the extent to which theygive social rewards to non-scholastic, at the expense of scholastic, commitmentof resources; however, this variation does not seem to be related on the socialsystem level to allocation of intellectual effort.

Nevertheless, it must be admitted that this thesis is not proven. Thoughdata are suggestive, the argument is compelling to the authors. Since there isno further evidence to be brought to bear on this question and since Factor VI,Academically Oriented Status Systems, makes MD independent contribution to theexplanation of the dependent attributes after relevant individual level charac-teristics ate controlled, it will be excluded from the remainder of this report.

12
This is not to say that there are not "structural" effects on academic be-havior, ofcourse. The general intellectual toae of a school environment haseffects which have been demonstrated in Chapters IV and V. The distinction isimportant. The argument here is that, for example, the high 'school students ina small Midwestern farming community are low achievers and aspirers because theirmilieu is basically anti-scholastic or, more accurately, ascholastic, trot becausetheir status system does not reward achievement and aspiration.

""----xgri,DWorglami4MMPiSOMMIPMCIAVSMOPPOROW fe6V
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Summary

The purpose of this chapter has been to examine
the relationships between social status and academic
social systemic level, the relationships between the
and the effects of status on academic behavior,

(1) on the individual level,
behavior, and (2) on the
normative climates of schools

Two measures of social status were introduced. One, available for only nine
of the twenty schools, is based on the number of leading crowd choices received
from members of the same sex ia each high school. The other status indicator is
based en the respondent's subjective evaluation of his own status. These meas-
ures have been shown to be sufficiently related to each other, to be interchange-
able for the analysis carried out here. Furthermore, they are about equally re-
lated to respondents' ability level and family background.

Consistent with the findings of previous research, high status students in
the present sample were found to be more likely to have college plans, more likely
to score high on the mathematics achievement test, and less likely to express a
strong commitment to intellectual values. These relationships persist with
father's education controlled in the analysis of college plans and with ability
level controlled in the analysis of mathematics achievement and intellectual
orientationsc

The introduction of a measure of peer group influence on college plans (the
proportion of a respondent's immediate friendship group either going to college
or already in college) decreased by about fifty percent both the effects of sta-
tus and the effects of father's education on this dependent attribute, The
reduction in the effect of status through controlling peer group influences is
consistent with the }lain-Coleman contention (1963) that high status students
are subjected to more socialization influences to formulate and maintain college
plans than are low status students.

Peer group influence measures likewise show some degree of effect on mathe-
matics achievement and intellectualism. The same measure, the importance of
making good grades for popularity in one's immediate friendship group, was used
for both intellectualism and achievement. The peer group effect is independent
of the relationships between status and these two dependent attributes; that is,
it does not affect the degree of relationship between status and the two attributes.

Peer group influence accounts for more of the variation in college plans
than in intellectual orientations or mathematics achievement, and for more of the
variation in intellectualism than in mathematics achievement. The discussion of
peer group influences on the dependent attributes in Chapter V pointed out some
of the reasons that a strong peer group effect is expected on college plans.
The same type of arguments holds for peer influences on intellectualism. Further-
more, it is to be expected that peer influences on intellectualism will be less
than those on college plane since intellectualism is less salient and less impor-
tant for success in American culture than is e college degree. Perhaps it is a
truism that "social" influences will be greater on attitudionat and aspirations'
aspects of academic behavior than on achiev2nent. As was pointed out in Chapter
V with regard to performance on the mathematics test, it is impossible for stu-
dents to perform at levels beyond their capacities. Since most students in fact
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perform below their capacities, "social" influences may provide motivation to
spur students closer to their potential. It may be that the effects which have
been found for the intellectual climates of schools, peer groups, and status on
=thematic& achievement are reflections of just such motivational influences.

The effects of status and father's education on'College plans, status and
ability level on mathematics achievement, and status and ability level on intel-
lectual orientation were presented by school. The relationships between status
and the dependent attributes were examined and found to vary considerably across
schools. Following Coleman's argument (1961) about the effect of adolescent
status systems on the channeling of students' efforts into scholastic or extra-
curricular activities, the proposition was examined that there are systematic
relationships between the normative climates of schools and the degree of associa-
tion between status and the dependent variables. No such relationships were
found. An alternative proposition, that the status 11Thcations of college-going
varied among schools in direct proportion to the rasi., of college-going in schools,
was not only not supported but was contradicted. The idea that an attribute must
be scarce to qualify as a status determinant was introduced as an ex post facto
explanation for the negative relationship between the effect of status on college
plans and the proportion of students going to college.

A significant negative correlation was found between the degree of academic
orientation of the student status system (Factor VI) and the status of "scholars"
relative to "athletes." That Factor VI is related to the position of "scholars"
relative to "athletes," while no relationships exist between Factor VI and the
effects of status on the three dependent attributes, was resolved by concluding
that while school status systems may differentially reT:rd some activities at
the expense of others, such systems do not materially influence students in the
selection of areas where they invest their energies and resources.

Given the lad( of consistent relationships between (1) Factor VI aid the
dependent attributes (as shown in Chapter 1) and (2) Facto VI and the effects
of status on the dependent attributes (as shown in the present chapter), this
climate dimension will be deleted from the analysis presented in subsequent
chapters.

The subject of the following chapter is an examination of sources of school
climate effects on the dependent attributes.
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Chapter VII

SOURCES OF CLIMATE DIMENSIONS

Introduction

In Chapter II it was noted that one of the purposes of this study is to
attempt to uncover some of the sources of climate effects on the dependent at-
tributes by introducing into the analysis factors from the larger community, as
well as formal organizational properties of the school. This is the objective of
the present chapter.

The search for sources of effects of the climate dimensions will be re-
stricted to only two of the three original dependent variables. Students' scores
on the intellectualism scale (PDT/) will be eliminated from this section of the
analysis because the great mass of data presented on the effects of climate di-
mensions and personal characteristics on this attribute in preceding chapters
leads to the conclusion that sources of intellectualism appear to lie not in the
school or the larger community but in such aspects of the home environment as
family value systems and role structures. This type of data is not available in
the present investigation; and as noted earlier, systematic research on the topic
would require an intensive longitudinal study of parent-child relationships.

Community Characteristics as Sources of School Climates

A number of educational researchers have argued that characteristics of the
community environmentprimarily socio-economic resources --are important determi-
nants of student performance. Such community factors as amount of financial sup-
port for education, presence of intellectual facilities such as libraries and
museums, and socio-economic characteristics of residents have been viewed as out-
side-school sources of variation in student achievement. However, as noted by
Boocock (1966, p. 38), the evidence that such factors have important educational
consequences is far from conclusive.) Given the lack of consistency of findings
in this area it is especially important to assess the importance of community
characteristics for which measures are available in the present study.

Some of these characteristics can be summarily dismissed as sources of school
climates because they do not vary across communities. A number of community
"cultural" facilities can be eliminated on these grounds: In every school, stu-
dents had access to a public community library; in fifteen of the twenty, "con-
certs" were readily available to them, and the same'holds true for "community

1For example, Coleman (1961, p. 265) found no relationship between per-pupil
expenditure and achievement of students with ability controlled. He also cites a
state-wide study of Connecticut high school students which failed to reveal such
a relationship when ability was controlled. Finally, at the college level, he
cites (p. 329) results from a classic study of productivity of scientists (Knapp
and Goodrich, 1952) among American colleges which revealed that the "high pro-
ducing" undergraduate institutions were not the most affluent.

"vr7rorwmirgrwrorx=rrnamr,vv*Trrrrr,"
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theatre" in sixteen of the twenty schools.
2

Although the communities show
sufficient heterogeneity on four other intellectual resources for consideration
as potential sources of variation in climate effects--museum, art gallery, opera,
and professional stage--consideration of these facilities fililed to produce any
consistent relationships with the two dependent attributes.' Thus, it is con-
cluded that in the present sample the accessibility of a number of community cul-
tural facilities has no impact on the relationShip of the educational and social
climate of,the school to students' academic performance.and'college plans and,
therefore, cannot be considered as sources of such school environmental effects
on these two dependent attributes. It should be strongly emphasized that no
attempt is made to generalize this conclusion to high schools in general. That
is, although these schools are located in communities which are certainly not
homogeneous with respect to intellectual or cultural facilities of the type Just
described, their community enviraRments are not a representative sample of U.S.
communities in these respects. Coftssequently, if these schools were located in
or tear communities showing a lessrestricted range on these facilities, such
facilities could possibly have an impact on the educational climate of the
schools.4

Two rigorous measures of the amount of financial support of the community
to schools are available in the Principal's Questionnaire--average per-pu5 pil ex-
penditure (Question 79) and annual starting salary for teachers (Q. 48).An
inspection of the data in Table III -1 reveals that the schools show a great deal

2
These data are based on responses to Question 82 in the Principal's Question-

naire in Appendix A. Of course, these measures of the "intellectual" or "cul-
tural" atmosphere are crude in the sense that they are merely indicators of the
presence or absence of such facilities. However, it is reasonable to assume that
the quality of these facilities is positively correlated with a number of socio-
economic resources to be presented below for which ordinal or interval data are
available, and which are shown not to be sources of climate effects on the depen-
dent attributes. Thus, it seems justifiable to conclude that these three community
facilities are not sources of variation in school climate effects on student achieve-
ment and college plans.

3Implicit in this statement is a fundamental statistical truism: For a given
variable to be a source of the effects of climate dimensions on students' academic
behavior, the "source" characteristic has to be associated with both the climate
dimensions and the dependent attributes.

4
For example, none of the twenty schools is located in a typical small town

or rural community. They are all "urban" schools in that they are located either
in (I) a large metropolitan area (2) a suburb of such an area or (3) in a com-
munity which is highly accessible to a metropolitan area. In any of these com-
munity settings students have access to a substantial number of cultural facilities
of the type described above.

Niithin each school the starting salaries for males and females are the
same.
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TABLE VII-1

=

ZERO-ORDER EFFECTS OF AVERAGE PER-PUPIL EXPENDITURE AND ANNUAL
STARTING SALARY FOR TEACHERS ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENTS

Independent Attributes

Average Per-Pupil Expenditure

Teachers' Salaries

11M,
Dependent Attributes

College Plans

.054
b

.016
b

Math Achievement

-.008b

.008b

aResults are based on a representative ten percent sample of the students
in each school (N=2,053). All effect estimates are unweighted and obtained
from school quartile ranks standardized to dichotomous form.

b
Not significant at the .05 level.

of variation on these two characteristics; per-pupil expenditure ranges from
$365 to $1,000, and teachers' salaries vary $1,000. Consequently, any failure
of these two measures of capital investment to account for variation in climate
sources cannot be explained in terms of their restricted range. Table VII-1
presents the zero-order effect parameters of these two characteristics on the
two dependent attributes for a representative ten percent sample of the students
in each school (N =2,053). Both of these economic input resources of the com-
munity can be eliminated as sources of climate effects since neither is signifi-
cantly related to the two dependent attributes. In fact, the two characteristics

6
In the search for source variables, zero-order relationships between such

variables and the dependent attributes are often based on the ten percent sample
in order to minimize computer costs, and the .05 level of significance, not the
.01, is chosen as the one beneath which a relationship is discounted. For those
variables which show a significant relationship with the dependent attributes
based on the ten percent sample, the effects of such variables on the two depen-
dent attributes are then computed for the total population of students with
ability and father's education simultaneously controlled. (See Tables VII-6 and
VII-7 below for an example of this approach.) That is, no community or school
characteristic can qualify as a source of climate effects unless the characteris-
tic has a significant effect on a dependent attribute with the ability of the
respondents and family SES both held constant.
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have, for all practical purposes, no relationship with math achievement.
7

I
The most widely accepted purported community source of variation in educa-

tional climates of schools has yet to be considered in this presentation- -the
socio-economic status of the school, community, or neighborhood in which the
school is situated. As noted in the preceding chapter, the great majority of
contextual or climate research on the academic behavior of high school students
has used the average socio-economic composition of the neighborhood, school, or
community as the indirect indicator of the normative climate of educational in-

stitutions.8 Thus, these studies have as their basic-premise the idea that the
socio - economic context of the neighborhood, community, or school is the 2.2riar!.
source of the educational atmosphere of the school, which in turn affects the

academic behavior of students.9 Sewell and Armer (1966, pp. 161-162) have suc-.
cinctly summarized the theoretical rationale of such research:

"Much evidence has accumulated to indicate that ecological processes
in large cities result in socio-economic segregation. It has also
been shown that school segregation is in large part a consequence
of residential segregation. Since high school enrollment areas rep-
resent functioning subcommunities for high school youth within larger
urban complexes, it may be expected that informal mechanisms, such as
normative climates or modal levels of aspiration, would emerge and would
have some pervasive influence on the aspirations of all youth residing
in the neighborhood, regardless of the socio-economic status or ability
levels of the youth. In other words, the prediction would be that the
socio-economic status of the high school district--since it presumably
reflects the shared norms and aspirations of its members--would have
an important effect on the educational aspirations of.its youth over
and above that of amil socio-economic status, a individual ability."
Titalics ours5-

In the present investigation the proportion of students whose fathers have
at least some college is utilized as the indicator of the socio-economic context
of the community or geographical region served by the school. In their study,
Sewell and Armet (1966, p. 161) argue that the findings of a number of studies
on this topic are suspect on the grounds that there is an element of "contamina-
tion" introduced in the SES context variable because both it arid family SES of
the student are based on the same information. Their results show (p. 167) that
SES context of the school (as measured by proportion of students whose fathers
held white collar occupations) has less predictive power than the socio-economic
composition of the neighborhood. Given Sewell's and Armer's findings, the median
education level of the geographical area served by the school was considered as

11,
7
In the recent national study Coleman, et al. (1966, Chapt. 3) found that,

overall, the proportion of variation in student achievement accounted for by per-
pupil instructional expenditure was negligible.

8
See footnote 48 of Chapter V for a number of these studies. Additional

references may be found in Sewell and Armer (1966, pp. 159-160).

9
Such a position is stated most unequivocally by Rogoff (1961, p. 242).

,r1,r7 7. 4, 77,47-77, "'PM 71
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a measure of SES context. This measure was discarded, however, because it is not
as highly associated with math achievement and college plans (either at the indi-
vidual or ecological level) as the measure based on father's education.10

In constructing the measure of the SES context of the school for consideration
as a source of climate variation, the schools were ranked by the proportion of
students whose fathers had at least some college and then the distribution was
dichotomized at the median. In the remainder of the analysis involving a search
for sources of variation in school climates, many of the potential source variables
(i.e., those which have a significant relationship with the dependent attributes).
will be dichotomized. In addition, the five climate dimensions which are being
utilized in the analysis will be dichotomized rather than retaining the quartile
classification scheme employed throughout the earlier part of the analysis. The
use of these collapsed categories for some of the potential source variables and
all the climate dimensions is necessary because the relationship between such
source variables and the climate dimensions is sufficiently pronounced that to use
more refined categories would result in numerous cells of the partialed tables
having few or no cases when the relevant personal attributes are controlled.11

Given the purported importance of the SES context of the school as an indi-
cator of its normative climate, the relationships betweeL this dichotomized attrib-
ute and the two dependent attributes were computed for the entire population of
the schools, not the representative ten percent sample. The dichotomized zero-
order effects of SES context on college plans and math achievement are presented
in Table°VII-2. The table also gives the dichotomized effects not quartiles
standardized to dichotomies) of each of the five climate dimensions retained in
the analysis.12 SES context and each of five climate dimensions have a significant

10
The source of the discrepancy between the results of this study on this

point and those of Sewell and Armer is purely a matter of speculation. It could
be attributable to differences in populations studied. Their population of respond-
ents, high school seniors in Milwaukee, is culturally more homogeneous because it is
restricted to a single metropolitan area. Their contextual units (school districts)
are probably as heterogeneous as our contextual units (communities). However,
one would certainly expect school districts to be internally more homogeneous than
communities.

11
As has been the case throughout the analysis, four categories will be used

fo..1 the two crucial personal attributes--scholastic ability and father's education.

12
A comparison of the effects of the dichotomized climate dimensions with

those of Tables IV-1 and IV-2 (based on quartile rankings standardized to dichoto-
mous form) reveals some differences in magnitude. These discrepancies are attribut-
able to the form of the distribution of the categories on the independent attributes:
For the effect parameters obtained fram ordered, polytomous independent attributes
and standardized to dichotomous form (I.e., those in Tables IV-1. and IV-2) to be
identical to those based on dichotomies (as is the case in Table VII-2),the sample
would have to be rectangularly distributed over the (,rdered categories (Coleman,
1964, p. 218).

F-
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TABLE VII-2

ZERO-ORDER DICHOTOMIZED EFFECTS OF SCHOOL SES CONTEXT AND
CLIMATE DIMENSIONS ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENTa

Independent Attributes

Dependent Attributes

College Plans Math Achievement
111.1111111M,

SES Context .109 .091

I Absence of
Academic Emulation -.203 -.201

II Absence of
Intell.-Estheticism -.149 -.146

III Cohesive and Egalitarian
Estheticism .125 .126

IV Absence of Scientism -.064 -.084

V Humanistic Excellence
. .116 .119

aResults are based on total population of students, not the ten percent
sample. All effect parameters are unweighted estimates and are significant at
the .01 level.

effect in the expected direction and of roughly the same order of magnitude on
the two dependent attributes.

Table VII -3 shows the effects of SES context and the five climate dimensions
on college plans and math achievement with ability and father's education held
constant.

Two very important findi-ns bre evident in the table. First, the original
effects of SES context on the dependent attributes almost totally disappear.
Thus, in the present sample the putative influence of SES context on both depen-
dent variables is attributable to family background and ability of the students.
OU the other hand, the climate dimensions retain part of their significant zero-
order explanatory power on the two attributes.°

Table VII-4 gives (1) the effects of SES context on the two dependent
attributes with a given climate dimension, ability, and father's education

13
The only exception is the effect of Factor IV on college plans which is

almost non-existent. Table V-1 (using climate quartile rankings), it will be
remembered, also shows no significant effect of Factor IV on college plans.

4;41,11,,
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TABLE VII -3

SUMMARY EFFECTS OF DICHOTOMIZED SCHOOL SES CONTEXT AND CLIMATE DIMENSIONS
ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENT WITH FATHER'S EDUCATION AND

SCHOLASTIC ABILITY SIMULTANEOUSLY CONTROLLEDa

Independent Attributes

Weighted Effect
Estimates of
Independent
Attributes

on College Plans

Weighted Effect
Estimates of
Independent
Attributes
on Mate

SES Context

I Absence of
Academic Emulation

II Absence of
Inte11.4stheticism

III Cohesive and Egalitarian
Estheticism

IV Absence of Scientism

V Humanistic Excellence

.037

-.015d

.032

.006d

-.112

-.077

.054

-.042

.048

aResults are based on total population of students, not the ten percent
sample. All effect parameters are significant at the .01 level unless otherwise
noted.

b
Father's education and

effects with each of the six
father's education vary from
.183.

c
Father's education and

effects with each of the six
father's education vary from
.327.

scholastic ability have approximately constant
independent attributes controlled. The effects of
.216 to .239 and those for ability from .174 to

scholastic ability have approximately constant
independent attributes controlled. The effects of
.130 to .152 and those for ability from .317 to

d
Not significant at the .05 level.

,r7r7777777PS,

,;;Ce,

eg:

01
0



T
r"

;"
w

,"
.

1.
\

"
77

77
77

, 7
71

1A
77

:7
77

:7
17

7,
s,

,

,3
,

`-
ua

ig
.k

ia
ds

aa
ki

t.t
ai

iii
iti

la
hs

t,i
6-

ud
ot

tig
ia

iii
iii

T
A
B
L
E
 
V
I
I
-
4

S
U
M
M
A
R
Y
 
E
F
F
E
C
T
S
 
O
F
 
D
I
C
H
O
T
O
M
I
Z
E
D
 
S
C
H
O
O
L
 
S
E
S

C
O
N
T
E
X
T
 
O
N
 
C
O
L
L
E
G
E
 
P
L
A
N
S
 
A
N
D
 
M
A
T
H
E
M
A
T
T
1
S
 
A
C
H
I
E
V
E
M
E
N
T

W
I
T
H
 
C
L
I
M
A
T
E
 
D
I
M
E
N
S
I
O
N
S
,
 
F
A
T
H
E
R
'
S
 
E
D
U
C
A
T
I
O
N
,

A
N
D
 
S
C
H
O
L
A
S
T
I
C
 
A
B
I
L
I
T
Y
 
S
I
M
U
L
T
A
N
E
O
U
S
L
Y
 
C
O
N
T
R
O
L
L
E
D

A
N
D
 
S
U
M
M
A
R
Y
 
E
F
F
E
C
T
S
 
O
F
 
D
I
C
H
O
T
O
M
I
Z
E
D
 
C
L
I
M
A
T
E

D
I
M
E
N
S
I
O
N
S
 
O
N
 
C
O
L
L
E
G
E
 
P
L
A
N
S
 
A
N
D
 
M
A
T
H
E
M
A
T
I
C
S
 
A
C
H
I
E
V
E
M
E
N
T

W
I
T
H
 
S
C
H
O
O
L
 
S
E
S
 
C
O
N
T
E
X
T
,

F
A
T
H
E
R
'
S
 
E
D
U
C
A
T
I
O
N
,
 
A
N
D
 
S
C
H
O
L
A
S
T
I
C
 
A
B
I
L
I
T
Y
 
S
I
M
U
L
T
A
N
E
O
U
S
L
Y
C
O
N
T
R
O
L
L
E
D
a

41
11

W
e
i
g
h
t
e
d
 
E
f
f
e
c
t
 
E
i
t
i
m
a
t
e
s
 
o
n

W
e
i
g
h
t
e
d
 
E
f
f
e
c
t
 
E
s
t
i
m
a
t
e
s
 
o
n

M
a
t
h
 
o
f
:

C
o
l
l
e
g
e
 
P
l
a
n
s
 
o
f
:

C
l
i
m
a
t
e

D
i
m
e
n
s
i
o
n
s

C
l
i
m
a
t
e

b
D
i
m
e
n
s
i
o
n
s

S
E
S

C
o
n
t
e
x
t

C
l
i
m
a
t
e

b
D
i
m
e
n
s
i
o
n
s

A
N

N
,

S
E
S

C
o
n
t
e
x
t
c

I I
I I
I
I

I
V

V

A
b
s
e
n
c
e
 
o
f

A
c
a
d
e
m
i
c
 
E
m
u
l
a
t
i
o
n

A
b
s
e
n
c
e
 
o
f

I
n
t
e
l
l
.
-
E
s
t
h
e
t
i
c
i
s
m

C
o
h
e
s
i
v
e
 
a
n
d
E
g
a
l
i
t
a
r
i
a
n

E
s
t
h
e
t
i
c
i
s
m

A
b
s
e
n
c
e
 
o
f
 
S
c
i
e
n
t
i
s
m

H
u
m
a
n
i
s
t
i
c
 
E
x
c
e
l
l
e
n
c
e

-
.
1
2
6

-
.
0
7
7

.
0
4
2

-
.
0
1
3
d

.
0
3
6

-
.
0
3
8

-
.
0
0
9

d
-
.
0
0
6

.
0
0
8
d

-
.
0
0
7

-
.
1
2
7

-
.
0
7
9

.
0
6
5

-
.
0
4
2

.
0
6
0

-
.
0
4
2

-
.
0
1
3
d

-
.
0
2
5

-
.
0
0
3
d

-
.
0
2
5

< 1I 1
-
!

1 c
o

'
R
e
s
u
l
t
s
 
a
r
e
 
b
a
s
e
d
 
o
n
 
t
o
t
a
l
 
p
o
p
u
l
a
t
i
o
n
 
o
f
 
s
t
u
d
e
n
t
s
,
 
n
o
t
 
t
h
e
 
t
e
n
 
p
e
r
c
e
n
t
 
s
a
m
p
l
e
.

A
l
l
 
'
e
f
f
e
c
t
 
p
a
r
a
m
e
t
e
r
s

a
r
e
 
s
i
g
n
i
f
i
c
a
n
t
 
a
t
 
t
h
e
 
.
0
1

l
e
v
e
l
 
u
n
l
e
s
s
 
o
t
h
e
r
w
i
s
e
 
n
o
t
e
d
.

b
T
h
e
 
p
a
r
a
m
e
t
e
r
s
 
i
n
 
t
h
i
s
 
c
o
l
u
m
n
 
r
e
p
r
e
s
e
n
t
 
t
h
e

e
f
f
e
c
t
s
 
o
f
 
e
a
c
h
 
c
l
i
m
a
t
e
 
d
i
m
e
n
s
i
o
n
 
o
n
 
t
h
e
 
d
e
p
e
n
d
e
n
t
a
t
t
r
i
b
-

u
t
e
 
w
i
t
h
 
S
E
S
 
c
o
n
t
e
x
t
,
 
f
a
t
h
e
r
'
s
 
e
d
u
c
a
t
i
o
n
,

a
n
d
 
a
b
i
l
i
t
y
 
s
i
m
u
l
t
a
n
e
o
u
s
l
y
 
h
e
l
d
 
c
o
n
s
t
a
n
t
.

c
T
h
e
 
p
a
r
a
m
e
t
e
r
s
 
i
n
 
t
h
i
s
 
C
o
l
u
m
n
 
r
e
p
r
e
s
e
n
t
 
t
h
e
 
e
f
f
e
c
t
s

o
f
 
S
E
S
 
c
o
n
t
e
x
t
 
w
i
t
h
 
a
 
g
i
v
e
n
 
c
l
i
m
a
t
e
 
d
i
m
e
n
s
i
o
n
,

f
a
t
h
e
r
'
s
 
e
d
u
c
a
t
i
o
n
,
 
a
n
d
 
a
b
i
l
i
t
y
 
s
i
m
u
l
t
a
n
e
o
u
s
l
y
 
h
e
l
d
 
c
o
n
s
t
a
n
t
.

d
N
o
t

s
i
g
n
i
f
i
c
a
n
t
 
a
t
 
t
h
e
 
.
0
5
 
l
e
v
e
l
.

E
t

4.
m

m
os

"
N
2
"

T
rr

 ,P
-4

75
,2

7.
V

"F
T

S:
17

21
7,

M
S7

1M
-7

7M
M

r4
7,

77
71

,M
P
:
6
7
n
7
r
"
7
1
,
A
'
A
M
,
 
7
5
1
4
3
9
7
C

7;
51

7M
T

IW
I,

ot
V

zS
I



I
3

V11-9

simultaneously controlled and (2) the effects of each climateAimension on the two
with SES context, ability, and father's education controlled.' Not only does
controlling SES context not reduce the relationship between each of the climate
dimensions and the two dependent attributes with the effects of father's educa-
tion and ability removed, the effects of the climate dimensions slightly increase
and.those of SES context become negative. A possible statistical explanation
of this paradox is presented by Wetter (1962, pp. 186-187) by introducing the
term Hsuporessane variable. The employment of this concept to the present
problem is as' follows: The yesi slight increase in the effects of the climate
dimensions on both dependent attributes is ccounted for by introducing a yeti-
able--SES context of the school--which has almost no relationship to college plans-4
and math scores (when father's educatio9rand ability are controlled) yet which
correlates well with the factor scores." When the effects of SES context are
removed (i.e., the suppressant variable) the relationships betweeq,the climate

4 dimensions and the two dependent variables are slightly enhanced.

This increase is attributable to the fact that the suppressant variable
(i.e., SES context), in spite of its relationship with an independent variable,
has some variance in it that correlates negatively with the criterion. This
variance prevents the independent variable (i.e., a particular climate dimension)
from correlating as highly with the criterion as would be the case if the effects
of the suppressant were removed.

Based on the findings of Tables VII-3 and VII -4, two interrelated and very
important conclusions are drawn. First, the conclusions of numerous earlier
studies that the socio- economic composition of the school, neighborhood or com-
munity has an important influence on the educational plans or aspirations of high

14
In other words, Tables VII-3 and V11-4 are identical with the exception

that in each row of Table VII-4 both SES context and one of the climate dimen-
sions are held constant in addition to father's education and student's ability,
whereas in Table VII-3 only father's education and ability are controlled in each
row.

15
The absolute mean rank correlation between the five factors and SES con-

.

text is .530.

16
No attempt is made here to translate McNemar's statistical explanation

into one of a substantive nature for the results in Tables VII-3 and VII-4. Such
a problem is complex and beyond the scope of this investigation. Nevertheless,
all of the conditions listed by McNemar for a suppressant variable to operate
are found in the data of the two tables. Guilford (1965, pp. 405-406) also dis-
cusses suppressant variables, which he refers to as suppressor variables. In his
discussion, Guilford points out that the suppressor variable may acquire a nega-
tive regression weight. The reader may note in this connection that SES context
has a negative effect parameter in four instances out of five for college plans
and in all five cases for math achievement.

1,1T57'77,51777r
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school students'is open to serious doubt. Of course, as noted in Chapter V,
this position has recently been challenged by Sewell and Armer (1966),.
based on their study of Milwaukee high school seniors. The same doubt may be
raised aboutSES context effects on rigorous measures of academic achievement,
a dependent variable which has been almost completely ignored in previous studies.
Secondly, for the present sample of institutions, the socio-economic composition
of the schools cannot be considered as a source of variation in the effects of .

all...^4-^ 1
t=its{, vuus..4uxviscia cuau ours...s.ax trii.M91.110G Wit UWW trit710000 Va COUCUIGM/t., WIGUetV1A.

a position which has-been uncritically accepted by previous researchers con-
cerned with school contextual effects on students' behavior.

One may question the generality'of these two important conclusions given
the fact that the sample of schools selected for study here are not a-statisti-
cally representative sample of U.S. high schools. However, it should be strongly
emphasized that these twenty schools show at least as much variation in their
demographic,regional, and socio-economic contexts as the previous studies chose
findings and conclusions conflict with the two just enumerated. In fact, it
seems that the present sample of schools is more typical of U.S. public high
schools than those employed in previous research which have uncovered.SES con-
textual effects on students' academic behavior. These studies have frequently
been restricted to a single community or geograptukcal area. Furthermore, these
conclusions are coasistent with the findings of .he national study by Coleman,
et al. (1966, Chapt. 3) that school facilities and curriculum, which are in-
direct indicators of the community's input of economic resources into the school,
account for only a very small amount of variation in student achievement.

Thus far in this chapter it has been rather conclusively demonstrated that
a number of cultural facilities and socio-economic resources of the community
and/or school fail to qualify as sources of school climate effects on students'
college plans and academic achievement.

However, one school or community level factor which does function as a
source of educational climate variation is the extent of involvement and interest
of parents in school policies and their children's academic performance. This
variable is labeled "Parental Press for Involvement in the High School" (PPIHS)
and consists of a summated binary rating scale constructed from three items la
the teach questionnaire.

The relevant summary statistics for the scale are presented in Table VII-5,
and they show a high reliability coefficient for a measure containing such a
limited number of items. This attribute is introduced as a contextual measure
of the extent to which norms and values regarding academic excellence in-the
school are shared by the parents (and thus community or neighborhood served by
the school). The underlying proposition is that the more prevalent these norms
and values among parents and the community, the more likely the school is to
develop an atmosphere which encourages students to higher achievement and edu-
cational aspirations.

In developing the contextual measure of PPIHS, the schools were ranked
according to their median values on the three-item scale from the teacher ques-
tionnaire and then dichotomized at the median of the distribution. Table VII-6,
based on data from the ten percent sample of students,indicates that PPIHS has

AVAWarr,1771.Z.}Ter,,,,,,41r11,,,
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TABLE VII-5

ITEMS AND SUMMARY STATISTICS FOR THE SCALE OF PARENTAL PRESS
FOR INVOLVEMENT IN THE HIGH SCHOOL

Items Percentages
b

r
c

134. Most parents in this school are
apathetic to school policies. (F) 68.3 1.00

161. Parents of students here seem
interested in their children's
progress. (T) 83.4 1.00

166. Parents often ask for appointments
with teachers to discuss their
children's school work. (T) 66.7 1.00

Scale Reliability
d

= .64

aNumbers to left of items refer to their identification number in the
teacher's questionnaire found in Appendix A.

b
Percentages are those of the 100% sample of teachers (N=1,029) answering

each item in the keyed direction shown in parenthesis to the right of the item.

c
The coefficients represent the item-total score correlation which is Phi

as a proportion of its maximum value.

d
Scale reliability estimate was obtained from the Kuder-Richardson Formula

20.

a substantial effect on college plans and math achievement; thus it meets the
first criterion as a source of school climate effects.

Table VII-7 indicates that PPIHS meets the second criterion;, that is, it
continues to exert an independent effect on the two attributes with the effects
of ability ane father's education removed.

Table VII-8 demonstrates conclusively that PPM functions as a source of
wiation in the climate effects on college plans and math performance. This
conclusion is based on two findings. First, the significant effects of the cli-
mate dimensions on both dependent attributes with ability and father's education
controlled (presented in Table VII-3) tend to disappear when PPIHS is introduced
as an additional control. On the other hand, the significant effects of PPIHS
on college plans and math performance with ability and father's education

t



TABLE VII -6

ZERO-ORDER DICHOTOMIZED EFFECTS OF PARENTAL PRESS
FOR INVOLVEMENT IN HIGH SCHOOL ON COLLEGE PLANS

AND MATHEMATICS ACHIEVEMENTa

Independent Attribute

PPIHS

Dependent Attributes

College Plans

.193

Math Achievement

.194

a
Results are based on a representative ten percent sample of the stu-

dents in each school (N= 2,053). Both effect estimates are significant at
the .01 level.

controlled (shown in Table VII-7) persist when the climate measures are, in
addition, controlled. In fact, the effects of PPIHS on college plans are
slightly increased when each of the four available climate dimensions is held
constant, and its effects on math performance are yerx slightly enhanced when
Factors II and V atte controlled. 17

The isolation of PPIHS here as a source of variation in the effects
of the climate dimensions on students' academic behavior is consistent with the
results of a recent study by Gross, et al. (1966) on a number of social cor-
relates ref the "academic productivity" of elementary school children in seventy-
four different schools. One of the variables which they found positively related

17
See footnote * in Table VII-8 for'an explanation as to why the indepen-

dent effects of Factor I and PPIHS are not presented. It should be noted that
the effects of Factors II-V on college plans not only are not significant, but
the sign of each has also changed. The same holds true for the effects of
Factor II on math achievement. It does not seem plausible to attempt to ex-
plain the very slight tendency for the effects of PPIHS on the dependent attrib-
utes to increase with the climate dimensions held constant by viewing the cli-
mate dimensions as suppressant variables, because the latter have effects on the
dependent attributes with ability and family background controlled (see Table
VII-3). This is not the case for SES context of the school which was viewed as
a suppressant variable in Table VII-4. Some other abstruse statistical explana-
tion must account for this slight increase in PPIHS effects in Table VII-8.
For example, multicollinearity (Blalock, 1963) may explain the phenomenon. Re-
gardless of the appropriate statistical explanation, it does not alter the im-
portant substantive conclusion based on a highly consistent pattern of results:
PPIHS is an important source of effects of school climate on college plans and
math performance.
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TABLE VII -7

SUMMARY EFFECTS OF DICHOTOMIZED PARENTAL PRESS FORINVOLVEMENT IN HIGH SCHOOL ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENTWITH FATHER'S EDUCATION AND SCHOLASTIC ABILITY SIMULTANEOUSLY CONTROLLEDa

los

Independent Attribute

Weighted Effect
Estimate of
Independent
Attribute
on College Plans

PPIHS

VIENNE",

VIIIII1.711

Weighted Effect
Estimate of
Independent

Attribute on
Math Achievements

.099

aResults are based on total population of students, not the ten percentsample. Both effect parameters are significant at the .01 level.
b
The effects of father's education and ability on.216 and .175, respectively.

c
The effects of father's education and ability on math achievement are.133 and .320, respectively.

college plans are-

to the'criterion was the faculty's assessment of the degree of parental interestin the academic performance of their children.

Organizational Properties of the Schools as Sources
of School Climates

The distinction between the variables considered in this section, whichdeal with curricular and facilities characteristics of the schools, and thecultural and socio-economic characteristics of the community and parents inthe preceding section is an arbitrary one. That is, those communities whichare "affluent", which make sizeable investments in cultural facilities, andfinancially support their schools to a higIA degree are communities which arelikely to have the curricular innovations and facilities considered as sourcevariables in this section. However, the correlation is far from perfect betweensuch school characteristics and the economic resources of the community. Fur-thermore, since it is often assumed without evidence by many educators that theschool characteristics to be considered in this section are conducive to aca-demic excellence,8 it seems worthwhile to consider them eparately as sourcesof climate effects on the academic behavior of atudents,L9

ama

18
See, for example, Conant's controversial report (1959).19
A11 of the measures introduced in this section are based on data obtainedfrom the principal's

questionnaire presented in Appendix A.

e
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A total of eleven different organizational properties. of the school are
introduced as possible sources of school climate. The first one--whether the
school has developed its own special, experimental curriculum (Q. 23)--is im-
mediately dismissed even though the schools showed some variation on the charac-
teristic. For example, six of the schools had no special curriculum; however,
a simple comparison of these institutions with the remaining fourteen revealed
absolutely no patterning with the dependent attributes. Consequently, it was
immediately ruled out as a 'source characteristic,

The following three facilities and curricular measures are dismissed as
sources of climate effects on the dependent attributes because the schools do
not show sufficient variation on them:

(1) Use of teaching machines as instru aional devices (Q. 24).
(2) Volumes in school library (Q. 29)."
(3) Percents!! of students on hslf-day sessions (i.e., double shifts)

(Q. 72).

Table VII-9 lists seven organizational properties on which the schools are
sufficiently heterogeneous to permit their consideration as climate sources.
The zero-order effect parameters for each of these characteristics on college
plans and math achievement for the representative ten percent sample of stu-
dents is also given. (Whenever there is sufficient heterogeneity across schools
on these school characteristics, their effects are based on school quartile
ranks standardized to dichotomous form.)

Inspection of the table reveals that three of the organizational properties
are not significantly related (i.e., at the .05 level) to either dependent at-
tribute: size of math and science classes, size of classes in other subject
areas, and homogeneousjirouping of students by ability (i.e., use of a tracking
system in the school)." Furthermore, the effects of two of these three--size
of classes in non -science areas and homogeneous grouping by ability--actually
are in the direction opposite of that predicted.

20
This question is not an adequate measure of library facilities because

the response alternatives were not presented in sufficient detail; all of the
schools had more than 2700 volumes in their libraries. A broader range of cate-
gories would probably have yielded sufficient variation for the characteristic
to be considered as a source. However, there is strong reason to believe that
the facility would not be systematically related to academic output since
Coleman, t. 1. (1966, Chapt. 3) in their national survey on schools, which
showed large variation in library facilities, discovered that the number of
volumes per student in the school library had only small and inconsistent re-
lations to achievement.

21
In only one of the twenty schools were the students on half-day sessions.

22
Coleman, et al. (1966, Chapt. 3) also found no relation between track-

ing and achievement. They did not introduce into their analysis measures of
the average size of classes.
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TABLE VII-9

ZERO-ORDER EFFECTS OF SEVEN CURRICULAR AND FACILITIES
CHARACTERISTICS OF SCHOOLS ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENTa

0.01

Dependent Attributes

Independent Attributes College Plans Math Achievement

8. Small Math and Science Classesb .002e .058
e

9. Small Classes in Non-Science
Courses -.032e -.023e

14. accelerated Curriculum for
d d

Superior Studentsc .065 .065

15. Opportunity to Obtain Advanced
Placement and/or Credit in
Colleges .114 .105

34. Homogeneous Grouping of Students
by Abilityc -.041e -.032e

36. Acceleration Policy for
Graduations .149 .142

43.- Percent.age of Teachers with
44. More than B.A. D?greeb .124 .076

a
Results are based on a representative ten percent sample of the students

in each school (N=2,053). All effect parameters are significant at the .01
level unless otherwise noted.

b
Effect estimates for these attributes are unweighted and obtained from

school quartile ranks standardized to dichotomous form.

c
Effect estimates for these attributes are unweighted and obtained from

dichotomies, not school quartiles.

d
Significant at the .05 level.

e
Not significant at the .05 level.

(Numbers to left of independent attributes refer to their identification
number in the principal's questionnaire found in Appendix A.

:19 " .1
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The four remaining characteristics in the table have significant effects
in the expected direction on both dependent attributes; and Table VII-10
presents the effects of these four organizational properties on college plans
and math achievement for the total population of students with ability and
family SES controlled. A comparison of these data with those of the previous
table indicates that although all four characteristics exert a statistically
significant effect on math performance (and the same holds true for two of
them with respect to college plans), much of their purported explanatory power
is accounted for by family background and ability level of students. Conse-
quently, they have only very limited substantive influence on students' academic
behavior.23 The one exception to this statement is the effect of teachers' edu-
cational level on students' educational plans and, to a lesser extent, on their
math performance. The level of formal education by teachers in the school may
be viewed as a crude indicator of the academic competence of the staff, a

variable which previous research has shown to be related to student performance.

Rather than presenting the mass of data in tabular form which would reveal
the independent effects of each of the four attributes in Table VII-10 and
each of the five climate dimensions on the two dependent attributes with the
effects of ability and father's education removed, the important findings are
summarized as follows: 25

(1) The small and statistically significant effects of accelerated cur-
riculum Q. 14) on college plans disappear when each of the five climate dimen-
sions is held constant. However, the effects of each of the climate dimensions
(as shown in Table VII-3) are unaffected by controlling accelerated curriculum.

(2) The significant effects of educational level of teachers (Q.'s 43-44)
on college plans are unaffected by controlling each climate dimension. Likewise,
the effects of each climate dimension are almost totally independent of the edu-
cational ievel of faculty.

11111=1* I111110

23
These findings are in accord with those of Coleman, et al. (1966, Chapt.

3): Eleven different characteristics of school facilities (similar to those
considered in this section) accounted for only a small amount of variation in
student achievement when family background differences were controlled.

24
Some of this research is cited on p. 2 of Chapt. II.

25
It should be understood that the effects of ability level and father's

education are simultaneously controlled in assessing the relative effects of
the four variables in Table VII-10 and the five climate dimensions on college
plans and math achievement.
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TABLE VII -10

SUMMARY EFFECTS OF FOUR DICHOTOMIZED CURRICULAR AND FACILITIES

CHARACTERISTICS OF SCHOOLS ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENT

WITH FATHER'S EDUCATION AND SCHOLASTIC ABILITY SIMULTANEOUSLY CONTROLLEDa

Independent Attributese

Weighted Effect
Estimates of
Independent
Attributes

on College Plans

Weighted Effect
Estimates of
Independent
Attributes
on MaheS Amos 1111111

14. Accelerated Curriculum for
Superior Students .028 020

15. Opportunity to Obtain Advanced
Placement and/or Credit in
College -.003 .043

36. Acceleration Policy for
Graduation -.017 .032

43.- Percentage of Teachers with

44. More Than B.A. Degree .083 .046

a
a
Results are based on total population of students, not the ten percent

sample. All effect parameters are significant at the .01 level unless other-
wise noted.

b
Father's education and scholastic ability have approximately constant

effects with each of the four independent attributes controlled. The effects
of father's education vary from .237 to .243 and those for ability from .178
to .184.

c
Father's education an scholastic ability have approximately constant

effects with each of tae four independent attributes controlled. The effects
of father's education vary from .142 to .151 and those for ability from .325
to .327.

d
Not significant at the .05 level.

e
Numbers to left of independent attributes refer to their identification

number in the principal's questionnaire presented in Appendix A.
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(3) The small, significant effects of accelerated curriculum (Q. 14) on
math performance disappear when each of the climate dimensions is controlled.
On the other hand, the effects of the five climate dimensions on math (presented
in Table VII-3) are not reduced when accelerated curriculum is held constant.

(4) The statistically significant effects of advanced placement in college
(Q. 15) on math scores disappear when Factors II. III. and V are each held con-
stant; and although they remain statistically significant when Factors I and IV
are controlled, they are reduced by approximately fifty percent. The effects of
each climate dimension on math are reduced only a minute amount when the effects
of advanced college placement are removed.

(5) The small, significant effects of an edvanced policy for graduation
(Q. 36) on math disappear when each or the five climate dimensions is controlled.
However, the effects of the five climate dimensions remain almost totally intact
when school policy regarding graduation is held const at.

(6) Overall, the effects of educational level of teachers (Q.'s 43-44) on
math remain intact :hen each climate dimension is held constant. Likewise, the
influence of each factor dimension on math is not appreciably reduced when
teachers' educational level is controlled.

This host of findings leads to the conclusion that none of these four
organizational properties is an important source of variation in climate effects
on students' academic behavior since controlling their effects has no appreciable
influence on the magnitude of the relationships between the climate dimensions
and the two dependent attributes. However, controlling the effects of the cli-
mate dimensions tends to result in the disappearance of the small effects of
these characteristics on the dependent attributes. The one exception to this
generalization is the effect of educational level of the faculty on both college
plans and math performance.

The above results suggest that the small effects of curricular and facili-
ties characteristics on achievement and educational plans are a coutTatecl of
variation in community interest in academic excellence of the schools. That is,
schools located in communities with a strong social commitment to quality edu-
cation for their students are more likely to institute pedagogical innovations
and procedures and to attract highly competent teachers than communities lacking
such a social investment. Although there are no comprehensive measures of com-
munity interest available in the present investigation to permit a systematic
testing of such a proposition, the scale measuring parental press for involve-
ment in the school (PPIHS) can serve as en indirect indicator of this measure.

Table VII-11 shows the ecological (i.e., school level) correlations between
(1) each of the four school characteristics in Table VII-10 and PPIHS and (2)
these four characteristics and the SES context of the school (as measured by
the proportion of students whose fathers had at least some college). Each of
the four school characteristics has a stronger relationship with PPIHS than with
the socio-economic composition of the student body; in fact, two of the four
characteristics are not significantly related to the socio-economic composition

26
In fact, the positive sign of the effect parameter reverses when Factor

I is controlled.
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TABLE VII -11

PRODUCT-MOMENT CORRELATIONS OF FOUR CURRICULAR AND

FACILITIES CHARACTERISTICS OF SCHOOLS WITH PARENTAL

PRESS FOR INVOLVEMENT IR HIGH SCHOOL AND SES CONTEXT OF THE SCHOOL

School Characteristics( PPIHS
a

SES Context
of Schoolb

14. Accelerated Curriculum for
Superior Students

15. Opportunity to Obtain Advanced
Placement and/or Credit in

College

36. Acceleration Policy for
Graduation

43.- Percentage of Teachers with
44. More Than B. A. Degree

.423e

.494c

.635
d

.470c

.182e

.489c

.626
d

.269e

aMeasured by the median score of the school on the three item scale.

bMeasured by the proportion of students in each school whose fathers had

at least some college.

c
Significant at the .05 level.

d
Significant at the .01 level.

e
Not significant at the .05 level.

(Numbers to left of school characteristics refer to their identification

number in the principal's questionnaire found in Appendix A.

of the school. The fact that each of the four school characteristics has a sub-

stantial relationship with PPIHS and higher than that with the socio-economic

composition of the student body seems consistent with the proposition that the

limited effects of the facilities and curricular characteristics on the depen-

dent attributes are a consequence of community and parental interest and involve-

ment in education rather than a source of variation in climate effects on stu-

dents' performance and educational plans. Of course, it is possible that PPIHS

is generated by school policy and organizational characteristics and is, there-

fore, a consequence of such characteristics rather than a source of them. How-

ever, such a contention hardly seems defensible. For example, it seems more

mna775mTrrmr,
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plausible to argue that competent teachers (as measured by Q.'s 43-44 of prin-
cipal's questionnaire) are attracted to schools in communities where the
citizenry in general (and especially the parents) and schog; officials are
socially committed to quality education than the converse.

More evidence to suggest the validity of this argument is presented in
Table VII-12, which is identical to Table VII-10 except that PPIHS is also held
constant. A comparison of the effect parameters in the two tables indicates
that holding constant PPIHS (1) "washes out" the small effects of an acceleration
policy for graduation (Q. 36) on math scores, (2) reduces the small effects of
advanced college placement (Q. 15) on math scores, and (3) reduces the effects
of teachers' education on math achievement to a point of substantive insignifi-
cance even though the parameter remains statistically significant. In short,
the extent of parental and community interest in the school appears to function
as one source of variation in the small influence of various indicators of school
curriculum and facilities on students' academic behavior.

Summary and Discussion

This chapter has been concerned with one of the three primary foci of the
study--a search for sources of variations in climate effects on students' college
plans and mathematics achievement. This phase of the analysis has been conducted
by introducing factors from the community and the formal organization of the
school.

The findings of the chapter are, for the most part, negative. That is, both
community factors and properties of the school have overall been shown to be of
little consequence in (1) accounting for variation in the dependent attributes
or (2) explaining the moderate effects of the various dimensions of the educational
and social climates of the schools on individual students' academic behavior.

The authors consider these negative findings to be among the most important
of this research, however, for they challenge some commonly held assumptions

27
0f course, each of these statements is probabi..; -n1 oversimplification of

the complexity of the situation, with a two-directiotsal. "feedback" causal re-
lationship more appropriate (McDill and Coleman, 1963, and Kirk, 1965, p. 40).
That is, competent teachers who are strongly committed to academic excellence
undoubtedly generate some parental and community interest in maintaining quality
education. Nevertheless, the social investment of the parents and larger com-
munity in high academic standards would seem to be more important in recruiting
and maintaining competent staff than teachers as a group are in generating com-
munity involvement in the schools. That economic investment on the part of the
community (as contrasted with social investment) is not important in recruiting
competent teachers is evidenced by the fact that the produce-moment correlation
at the ecological level between beginning teacher salaries and percentage of
teachers with more than a B.A. degree is -.11 (.50 p 7. .30).
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TABLE VII -12

SUMMARY EFFECTS OF FOUR DICHOTOMIZED CURRICULAR AND FACILITIES
CHARACTERISTICS OF SCHOOLS ON COLLEGE PLANS AND MATHEMATICS ACHIEVEMENT

WITH FATHER'S EDUCATION, SCHOLASTIC ABILITY, AND PARENTAL PRESS
FOR INVOLVEMENT IN HIGH SCHOOL SIMULTANEOUSLY CONTROLLEDa

Independent Attributes

Weighted Effect

Estimates of
Independent
Attributes

on College Plansb

Weighted Effect
Estimates of
Independent
Attributes
on Mathc

14. Accelerated Curriculum for
Superior Students

15. Opportunity to Obtain Advanced
Placement and/or Credit in
College ** .031

36. Acceleration Policy for
Graduation * * .018d

43.- Percentage of Teachers with

44. More Than B.A. Degree .061 .026

4111.,
a
Results are based on total population of students, not the ten percent

sample. All effect parameters are significant at the .01 level unless otherwise
noted.

b
The effects of father's education, ability, and PPIHS with the one inde-

pendent variable controlled in this column are .217, .171, and .096, respectively.

c
The effects of father's education, ability, and PPIHS have approximately

constant effects with each of the three independent variables controlled in this
column. The effects of father's education vary from .128 to .132, those of
ability from .316 to .319, and those of PPIHS from .092 to .097.

d
Not significant at the .05 level.

e
Numbers to left of independent attributes refer to their identification

number in the principal's questionnaire found in Appendix A.

The positive relationship between accelerated curriculum and PPIHS is suf-
ficiently pronounced that there are no schools with an accelerated program and
low on PPIHS. Consequently, the effects of the former variable on college plans
and math with PPIHS, father's education, and ability simultaneously controllee
cannot be computed.

**
Effects of these independent attributes on college plans were not computed

because there is no significant relationship between either of them and college
plans with ability and father's education simultaneously controlled (See Table
VII-10) .



among educators regarding the influence of school factors on students' performance
and aspirations and some of the findings of social se.entists engaged in educational
research of the type'conducted here.

Before summarizing these findings the authors wish to raise a question which
has been broached several times earlier in the report. Yet the problem is an
important one and, therefore, deserves reconsideration here: Do the findings of
this research have only limited generality because they are not based on a re-
presentative sample of U. S. high schools? As emphasized earlier in the report,
no attempt is made to generalize the present findings to U. S. public high schools.
However, some of the findings of this chapter which conflict with those of earlier
research are based on a sample of schools which show more geographical, socio-
economic, community, and ethnic diversity than the institutions in which these
earlier studies were conducted. Furthermore, the findings reported in this chapter
regarding the substantively insignificant influence of formal school characteristics
on students' behavior are so consistent with those of the recent comprehensive
national survey conducted under the auspices of the U. S. Office of Education (Cole-
man, et al., 1966, Chapt. 3) that it is difficult to conceive of the present results

3
as being attributable to the nature of the sample of schools selected for study.

In this chapter it has been shown that a number of measures of "intellectual"
or "cultural" facilities of the community are not sources of climate effects on
the dependent attributes: libraries, community theatre, museums, art galleries,
etc.

Likewise, two rigorous indicators of community financial support to the
schools--average annual per-pupil expenditure and teachers' salaries--are of no
consequence since they fail to show significant relationships with either of the
dependent attributes. Most important of all, the socio-economic context of the
community or school is not a source of variation in school climate effects on stu-
dents' behavior. This important finding, which conflicts with one of the basic
tenets of educational sociologists, is based on two pieces of information. First,
both the SES context of the school and the geographical area served by the school
have no effects on either college plans or math achievement when students' ability
and family background are controlled. Secondly, holding constant SES context of
the school does not decrease the effects of the climate dimensions on either de-
pendent attribute with the influences of ability and family SES removed.

A substantial number of formal organizational properties of the school also
fail to meet the criteria for climate sources of variation in students' academic
behavior. Eleven different measures of school curriculum and facilities were
considered as possible climate sources. Seven of these factors were dismissed
for failing to meet one or more of three criteria: The schools are homogeneous
on the characteristic; the zero-order effects of the characteristic on the depen-
dent attributes are not significant; or the effects of the characteristic do not
persist when ability and family SES are controlled. The remaining four factors
have statisti' ally significant but substantively negligible effects on one or
both dependent attributes with the two relevant personal attributes controlled.

28

28
This statement should be slightly qualified. The educational level of the

faculty has a moderate effect on college plans. See Table VII-10.
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However, none of these four factors affects the magnitude of the relationships
between the climate dimensions and either dependent attribute. On the other
hand, the statistically significant effects of three of them disappear when the
climate dimensions are controlled. These results, combined with other data
presented in the chapter, lead to the tentative conclusion that the small effects
of curricular and facilities characteristics on the dependent attributes are a
consequence of variation in parental and community interest in academic excellence
rather than a source of variation in school climate effects on students' achieve-
ment and educational plans.

One contextual variable introduced in the chapter clearly qualifies as a
source of school climate effects on the dependent attributes- -the extent of parents'
interest and involvement in their children's performance and in school policies.
This measure,labeled "Parental Press for Involvement in the High School" ( PPIHS)
and based on teachers' assessments, is inferred to be an indirect measure of com-
munity and parent interest in education. The introduction of PPIHS into the
analysis produced the following results:

(I) It has moderate and statistically significant effects on both dependent
attributes with ability level and family SES controlled.

(2) Controlling the effects of each climate dimension fails to reduce the
influence of PPIHS on either dependent attribute; however, removing the effects
of PPIHS results in the disappearance of the effects of each climate dimension
on both dependent attributes.

The general picture that the results of this chapter produce is that com-
munity financial investment in the school and school facilities and programs are
of little importance in explaining the modest effeCts of various dimensions of
the educational and social climate of the high school on students' academic be-
havior. The only contextual variable of any significance is the values and
commitment that parents (and by inference, therefore, thE, larger community) have
to quality education.
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PART II. CLIMATE EFFECTS ON A MATCHED SAMPLE OF NEGROES AND WHITES
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Chapter VIII

STATEMENT OF PROBLEM

Introduction

The remainder of this repnrk (with tha PM/Apt-inn of the ^hop*or) 40

concerned solely with the second objective of the study outlined in Chapters I
and II: an extension of the research to include an exploratory investigation
of the relative effects of the various dimensions of school climate on the col-
lege plans, mathematics achievement, and intellectual orientations of Negro and
white students who are individually matched on a number of relevant personal
and family background variables.'

Hypotheses to be Tested

Despite the fact that this phase of the larger project is exploratory in
nature, the analysis will be conducted by testing specific hypotheses. It should
be emphasized, however, that the hypotheses are merely "working" propositions
because, as noted in Chapters I and II, there is a dearth of knowledge about the
academic behavior of Negro students in desegregated school settings. Therefore,
the hypotheses are merely utilized as points of departure to provide guidance
through the general problem area.

Hypothesis I: Within both racial groups a
relationship exists between
the various dimensions of
school climate and the three
dependent attributes.

The prediction in Hypothesis I is based on the mass of studies reviewed in
Chapter II at both the high school and college levels and the findings of the
parent research2 which indidate that indivAual students tend to adopt the scho-
lastic norms of the majority (Dittes and Kelly, 1956).

Hypothesis II: The relationship between the
climate dimensions and college
plans is more pronounced but the
relationship between the climate
dimensions and intellectual
orientations is less pronounced
among Negroes than among whites.

lIn other words, the measures of school climate, ability, and the dependent
variables are the same as for the larger study presented in the preceding e-ven
chapters.

2Throughout the remainder of this report the term "parent research" refers
to the larger study reported in the first seven chapters.
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The prediction relating climate dimensions to educational aspirations is
based on the findings of a number of studies cited in Chapter II which reveal
the entrenched desire of Negroes for education and their strong commitment to the
idea that educational attainment leads to upward social mobility in American so-
ciety. The fact that Negroes place high value on education is certainly not
surprising given the fact that education is the only major channel of social
mobility open to them. Thus, they should be especially sensitive to those fea-
tures of the high school environment which encourage students to aspire to higher
educational attainment.

The prediction for climate and intellectual orientations is somewhat tenuous
in view of the total lack of systematic research on intellectualism among Negroes.
However, Frazier (1962) argues that both Negro students and teachers are primarily
concerned with the comforts of a middle-class way of life. He succinctly summarizes
his point of view with the following statement (p. 74): "So teachers and students
alike are agreed that money and conspicuous consumption are more important than
knowledge or the enjoyment of books and art and music." Thus, Frazier's position
is that Negroes view education as a means to the basic American goals of middle-
class respectibility, prestige, and comfort and not an end in itself; and it pro-
vides the rationale for the prediction in Hypothesis II that Negroes are less
responsive to the educational climate of the school than whites with respect to
intellectual orientations.

Hypothesis III: The relationship between the
climate dimensions and mathematics
achievement will be less pronounced
among Negroes than among whites.

This hypothesized difference is based on the experimental results of Irwin
Katz and associates (1960, 1962, 1964, 1958, 19639 and in press) and the findings
of other researchers cited by Katz (1964) and Pettigrew (1964) (discussed in detail
in Chapter II) which offer substantial evidence of the extent to which the "minority"
status of the Negro has depressed his level of academic achievement in this society.
Of course, there is a host of social-psychological consequences of discrimination
which could function to lower the academic perfcrmance of Negroes. Two of the
more important of these detrimental consequences posited by Katz (1964) and
Pettigrew (1964)--"low probability of success" and "social threat"--would appear
to act as mediating mechanisms to depress the relationship between various features
of the educational and social environment of the school apd the achievement level
of Negroes. That is, in predominantly white high schools* it is highly likely that
the Negro student is acutely aware that he is being constantly compared with white

3See p. 6 of Chapter II toz a detailed definition of these two concepts.

4In none of the twenty schools in this sample do Negroes constitute more than
eight percent of the student body.
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students. Such an awareness on his part is likely to result in low "probability of
success" and high "social threat," leading to less achievement responsiveness on
his part to the quality of the school climate than that of the white student.5

Introduction of these two "intervening variables" leads to a corollary pre-
diction to that contained in Hypothesis III.

avimmamoao When levels of probability of
success and social threat are
statistically controlled, the
differential achievement response
of Negroes and whites to the cli-
mate dimensions should diminish
or tend to disappear.

The inferior status of the Negro in American society appears to have had an
adverse effect on his "functioning intelligence" as contrasted with measured I.Q.6
That is, widespread discrimination against Negroes is likely to produce personality
problems (especially low self-esteem and confidence) which impair their academic
performance more than thpt of whites (Roen, 1960). If this proposition is valid
and if Hypothesis III is verified, then the results predicted in Hypothesis IV
should obtain given the fact that the two racial groups will be statistically
standardized on the two "intervening" variables.

Again it should be emphasized that this phase of the larger study involves an
exploratory analysis of academic differences between Negro and white students in
predominantly white high schools. The fundamental and heretofore unexplored prob-
lem investigated is the relative impact of school environment upon educational
plans, intellectual orientations, and academic performance of a matched sample of
Negro and white students from the populations of the twenty schools included in
the parent research. The following chapter contains a discussion of the methods
appropriate to an investigation of this substantive problem.

5It is also plausible to assume that the Negro students will have a lower
level of probability of success and a higher level of social threat than the
matched sample of whites with whom they are compared, given the fact that a ma-
jority of the former come from segregated school backgrounds. Unfortunately,
data are not available on an kndividual basis for the Negroes to determine the
extent to which their prior education has been in segregated school settings.
However, informal conversations with principals and guidance counselors of the
schools lead to an "educated guess" that the majority of them have had most of
their formal education in segregated schools. Such a hunch is certainly consis-
tent with the findings of Coleman, et al. (1966, p. 3) in their national survey.

6See Pettigrew (1964, p. 114) for a discussion of this problem.
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CHAPTER IX

METHODOLOGY

Introduction

As noted in Chapter VIII, the objective of this extension of the parent
research is to determine how the complexity of factors in the integrated high
school influences the behavior of Negro students relative to whites. The
parent research may appropriately be described as a field survey employing a
methodology in which zero-order relationships between climate dimensions and
dependent attributes are successively refined by higher-order partialing of
both individual and contextual attributes. As has been demonstrated in Chapters
Y-VII, the sample size of the parent research permits the systematic control of
a large number of relevant "test" variables simultaneously. However, applying
such a design to the problem here is not feasible, given the fact that only
1.6% of the larger sample--327 students--are Negro. Thus, a different design
must be employed in order to assess the impact of school environment on the aca-
demic behavior of Negroes relative to whites.

A design must be utilized which permits the control of several personal and
background characteristics because any purported racial differences in climate
effects could be attributable to uncontrolled systematic variation in personal
and background characteristics. This is an especially acute problem here be-
cause Negroes and whites ate likely to differ greatly on family background
characteristics; for example, family structural integrity and socio-economic
background--factors which are highly correlated with the dependent attributes.
However, since there are only a small number of Negro students in the schools,
a satisfactory solution is available; namely, individual matching of Negro and
white students within school on a number of personal and background characteris-
tics. Such a prG..edure is especially appealing since matching provides more
precise control of such factors than the usual cross-tabulation techniques em-
ployed in survey research. Furthermore, there is no necessity to statistically
control these factors in any subsequent Negro-white comparisons.

The factors chosen for individual matching were ability, sex, socio-economic
status, year in school, age, and family structure. 1 Similarity between Negro and
white cohorts was accomplished by individual matching. However, matching was
done to mat thetassrouee rather then to compare the academl behavior of
each student with that of his paired 1

'Each of these characteristics has been shown repeatedly to correlate with
educational aspirations and academic performance. See Lavin (1965) for a review
of relevant studies.

2
For a similar approach see Boyd (1952, p. 192).

AW-tte ,"
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Matching of Negroes and Whites

This procedure was accomplished in two steps. First, a file-searching
routine on a computer was used to delineate a reasonable-sized array of whites
as potential matches for each Negro. Secondly, matching was completed by
searching each list of whites for the student most simlicr to a particular Negro
student on all variables under considprAtion:

The distribution of Negroes in the larger sample is shown in Table IX-1.
All of the 327 Negro students are located in fifteen schools. The percentages
of Negroes in these fifteen range from only 0,1 to 7.9, and the total percentage
in the fifteen is 2.2. Clearly, these are predominantly white high schools.i

Each matched pair has the following characteristics in common: high school
attended, sex, and year in school. Since high school attended is common, so are
school size, type of community, community population, and region of the country.
Table IX-2 shows how the matched pairs are distributed with respect to school
attended, sex, and year in school.

Matching on I.Q. was difficult because three different measures of intelli-
gence were used. I.Q. raw and percentile scores were transcribed from students'
permanent records. Whenever possible, matching was done on I.Q. raw scores.
When this information was not available, it was necessary to use percentile
scores;" and when neither was available the Abstract Reasoning test score was
substituted. The results of matching5 on I.Q. are presented in Table IX-3, where
it may be observed that 244 pairs were matched on raw score, 21 pairs on per-
centile spore, 61 pairs on AR raw score, and no information was available on
one pair.°

Most sources dealing with quasi-experimental designs present extensive dis-
cussions of the problems associated with attrition of cases due to inability to

3
The total sample for the fifteen schools is 14,827; thus, 14,500 students

were available as potential matches for the 327 Negroes.

4
Ten points on I.Q. raw score and five points on I.Q. percentile score in

either direction were tolerated by the computer program.

5
Note in Table IX-3 and succeeding tables in this chapter that precision

of matching is tested by using Chi-square on the Negro and white distributions.
Since the purpose is to equate the two groups, even though this is accomplished
by matching individuals, the results of matching are tested at the group level
and not at the pair level.

6
In this single instance, there was no measure of ability available for the

Negro student. It could be argued that the observation should be discarded,, but
since there is only one case it can have no appreciable effect on the results.
Furthermore, the Negro student is matched with his white partner on a number of
other factors which are highly correlated with I.Q.



TABLE IX-1

DISTRIBUTION OF NEGROES AND SAMPLE SIZE OF THE
LARGER STUDY, BY HIGH SCHOOL

High School Negro
Code Number Students

Sample Size
of the

Larger Study

Percent Negroes
in School

01 3 428 0.7%

02 16 819 2.0%

03 26 985 2.6%

04 1 955 0.17

05 0 1,372

06 19 1,849 1.0%

07 8 1,046 0.8%

08 6 2,127 0.3%

09 1 430 0.27

10 1 517 0.2%

11 0 1,867

12 1 572 0.2%

13 0 942

14 1 626 0.2%

15 96 1,210 7.7X

16 0 904

17 97 1,590 6.1%

18 28 813 3.4%

19 0 433

20 23 860 2.7%

TOTAL 327 20,345
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TABLE IX-2

NEGRO -WHITE PAIRS OF STUDENTS MATCHED BY
HIGH SCHOOL, SEX, AND YEAR IN SCHOOL

High Boys Girls

School

9th 10th 11th 12th 9th 10th 11th

01 a 1 1 a 1

02 a 6 1 4 a 3 2

03 a 4 5 3 a 4 4

04 a 1 a

06 a 2 3 1 a 6 6

07 1 1 1 1 1 1 1

08 a 2 1 1 a 1 1

09 a a 1

10 1

12

14 1

15 a 17 23 12 a 19 19

17 a 20 17 14 a 26 11

18 4 6 2 a 6 7 3

20 4 1 1 4 2 2 3

9 61 55 42 9 71 SO

arnamrolorrasimum=mmt.

12th
Total

3

16

6 26

6

9

a

6

1

19

8

6

96

97

28

23

30 327

a
Schools did not have these grades when data were obtained.

match; however, because of the small proportion of Negroes in each of the fif-
teen schools, the problem of loss of cases is not encountered in this research.
One problem with respect to I.Q., however, requires elaboration. The types of
intelligence tests vary not only between schools but within schools. Nine dif-
ferent tests are represented in the data of Table IX-3: California Test of
Mental Maturity, Cooperative School and College Ability Test (SCAT), Differential
Aptitude Test (DAT), Kuhlman-Anderson Intelligence Test, Lorge-Thorndike Intel-
ligerw. Test, Ohio State University Psychological Test, Otis Quick Scoring Men-
tal rW.tty Test, Terman-McNemar Test of Mental Ability, and the Abstract
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Reasoning Test. In addition, different cohorts were tested at different grade
levels, and some percentile scores are based on state norms and others on
national standards. However, in every instance the measuring instrument, the
level (year in school) at which it was administered, and the norms on which the
percentile scores are based are common to both members of a matched pair within
any given high school. Matching on I.Q. was attempted only among those students
already matched on school, year in school, and se%; consequently, the between
and within school variations with respect to I.Q. tests do not affect the match-
ing on this factor. Since this is the ca2e, it is not necessary to present the
results of matching on I.Q. by instrument, level, or norms. It is evident from
the data presented in Table IX-3 that no significant differences exist between
Negro and white students on I.Q. for any of the three categories of intelligence
measures.

It should be noted at this point that the Negroes do not come from cultural-
ly deprived backgrounds,7 and the whites in the sample, because they are matched
with the Negroes on SES (see below), tend to come from essentially comparable
backgrounds. Therefore, if the measured intelligence of the Negroes is inade-
quate because of the great variety of instruments used, the inadequacies are
comparable for whites. Since the primary concern in this section of the re-
search is with Negro-white differences, such an inadequacy should have no serious
effects on the problem under investigation.

In matching on age, an attempt was made to avoid discrepancies of more than
one year; and in the overwhelming majority of cases this was accomplished. In
Table IX-4 it is demonstrated that no significant differences in age exist.

Matching on various measures of SES is shown in Tables IX-5 through IX-9.
Most emphasis was placed on equating the two groups on father's education. How-
ever, SES is also dependent upon the occupation and income of the head of the
household, and his status is ascribed to the remainder of the nuclear family.
While all three are determinants of SES, income is to a great extent a function
of occupation; and occupation is a function of education., In a sense then, edu-
cation of the male head of the household may be considered the basic correlate
of SES. Table IX-5 shows that the two groups are very well matched on father's
education.

As a result at educational homogamy, the sample should also be comparable
on mother's education (Nam, 1965). Table IX-6 indicates that while the match
is not as precise on mother's as on father's education, there are no significant
differences. However, as shown in Table IX-7, Negro and white fathers with com-
mon educational *,ackgrounds hold significantly different occupations, with the
former being concentrated in lower level blue collar positions. This difference
would appear to be at least partly the result of racial discrimination in the
occupational marketplace. In like manner, Table IX-8 reflects the income dif-
ferences which are assumed to result from such discrimination. Given the demon-
strated differences in father's occupation and family income, should it be

7
That is, the Negro students do not come from inner-city schools in large

urban areas or from rural, southern segregated schools.
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TABLE IX-4

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY AGE

IMMONEW.111MMENam1....M.m.

Age Negroes Whites

14 9 11
15 67 59
16 109 116
17 86 100
18 47 36
19 6 4

Total 324 326
No response 3 1

Total 327 327

Chi- square = 3.83389, with 5 degree° of freedom
.70;Pp :P.50

TABLE IX -5

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY FATHER'S
EDUCATION AS A MEASURE OF SOCIOECONOMIC STATUS

Answers to: "How much formal education did your father have?"

Negro
Responses

White
Responses

3m.a grade school 25 20
':finished grade school 25 24
Some high school 77 85
Finished high school 87 95
Some college 45 42
Finished college 23 23
Attended graduate school or

professional school after college 20 20
Don't know 25 16

Total 327 325
No response 0 2
Total 327 327

Chi-square m 1.47921, with 7 degrees of freedom
.99>p 7.98

a
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TABLE IX-6

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY MOTHER'S
EDUCATION AS A MEASURE OF SOCIOECONOMIC STATUS

Answers to: "How much formal education did your mother have?"

"lisestr.r.jeardisiltifiLatilaiieirr

ellIN1111111.

NIMMIII1100

Negro
Responses

White
Responses

Some grade school 17 6

Finished grade school 16 25

Some high school 77 62

Finished high school 119 137

Some college 36 36

Finished college 28 33

Attended graduate school or
professional school after college 15 12

Don't know 19 14

Total 327 325

No response 0 2

Total 327 327

Chi-square m 11.60423, with 7 degrees of freedom
.20>p>.10

TABLE IX-7

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY FATHER'S
OCCUPATION AS A MEASURE OF SOCIOECONOMIC STATUS

Father's Occupation
Negro

Responses
White

Responses

Professional and technical 42 35
Farmers and farm managers 0 2

Managers, officials, and proprietors 29 54

Clerical 18 14

Sales 6 20

Craftsmen and foremen 60 88

Operatives 47 46

Private household workers 3 0

Service workers 33 23

Farm laborers and foremen 4 2

Laborers 68 29,

Total 310 313
No response 17 /4

Total 327 327

Chi-square = 44.66661, with 10 degrees of freedom
.001->p

, ,
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TABLE IX-8

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY TOTAL
FAMILY INCOME AS A MEASURE OF SOCIOECONOMIC STATUS

Responses to: "My family's total yearly income is approximately:''

Negro
Responses

White
Responses

.2.7111C,171111=1,1MI.011MNCI11111117==1.

Under $2,500 11 4
$2,500 - $4,999 49 29
$54000 - $7,499 53 48
$7,500 - $9,999 37 31
$10,000 - $14,999 29 35
$159000 or more 8 27
I don't know 147

Total 321 321
No response 6 6
Total 327 327

Chi - square m 20.71666; with 6 degrees of freedom
.01;..001

TABLE IX-9

M. CHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY NUMBER OF
BOOM IN HOME AS A MEASURE OF SOCIOECONOMIC STATUS

Responses to: "Estimate the number of books La your home."

,MMINIMEMINIiM11.011i

Negro
Responses

White
Responses

None or faw (0-25) 33 36
One bookcase full (26-100) 133 110
Two bookcases full (101-250) 92 97
Three or four bookcases (251-500) 54 66
Room full--library (501 or more) 10 16

Total 322 325
No response S
Tote/ 327 327

011:11Fur:.....AMwww%

Chi-square - 5.00848, with 4 degrees of freedom
.30,p).20
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IX-10

concluded that important SES differences exist between the Negroes and whites
in the present sample? There is no simple answer to this question. However,
if one has to choose among the various measures considered while conducting re-
search on educational plans, intellectual orientations, and achievement of stu-
dents, then clearly the most important measure of SES for equating the groups
is father's education. Furthermore, if at any point in the analysis there is
reason to believe that a relationship is a function of a particular measure of
SES on which the two groups are not equated, then the attribute will be Jett: con-

stant.

A final measure of SES, the number of books in the home, is shown in Table
IX-9; the differences are not significant even though there is a tendency for
white students to come from homes with more books.

In Tables IX-10 through IX-16 various measures of familial structure are
tested for goodness of match. The two groups are not significantly different
with respect to parental mortality (Table IX-12) and birthplace of respondent
(Table IX -15); however, substantial differences exist in terms of number of
siblings (Table IX-10), birth order (Table IX-11), parental divorce or separation
(Table IR-13), residence of respondent (Table IX -14), and employment of mother

(Table IX-16). These tables indicate that Negroes tend to come from larger
families, to be an intermediate child, to have their parents divorced or sepa-
rated, not to live with their mother and father, and to have their mother em-
ployed full-time more often than is true for whites. Differences in birth order
are a function of number of sibs; an adolescent with numerous brothers and sis-
ters is, by definition, more likely to be an Intermediate child. Even ignoring
birth order, there are too many facets of familial structure to hold all of
them constant simultaneously in the analysis. It is not reasonable to combine
several of them into an "intact-broken" dichotomy, for more precision is needed.
Bather, it seems plausible to develop a comprehensive meaaure of family structure- -
"normal" vs. "non-normal." A "normal" family is, for the present analysis, one
which meets all the following conditions: the parents are neither divorced nor
separated, the respondent lives with mother and father, both parents are living,
and the mother does not work full-time. The "non-normal' family is one which
does not meet all four of these criteria. Respondents not answering one or
more of the four related questionnaire items are created ae "no response" on the
construct. As shown in Table IX-17, the two groups are significantly different
with respect to familial normality, with a larger proportion of Negroes coming
from non-normal families. ° By combining these four family background variables,
an analytically useful and substantively important indicator of family structure
is obtained. In order to compensate for the inability to successfully match
Negro and white studentE on familial variables, two characteristics--number of
sibs and familial normality--will be controlled where appropriate.

8
The inability to mak-elk the 127 Negroes with the large number of whites is

viewed as further evidence of the deleteriDus couti.equenees of a history of dis-
crimination on the familial struct:21:e of the Wie4ro Americaa.

9
The NR-20 coefficient for the constrwaL is .56, a quite acceptable level

of reliability for a small number of items.

""icnooru'l"r" "7""'"--"""'"'"'""-mgrAfroATISYP'
th"j1"1"14(4414'^'"r621444 ''''1""'"4.*A4P+Ia4tOrboodiG.tWadua."141k4-0.-****scisalmo'atti4sEthatSUigkiiZiaf
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TABLE IX-10

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY
NUMBER OF SIBLINGS

Answers to: "How many brothers and sisters do you have?"

Negro
Responses

White
Responses

None 19 29
One 50 86
Two 68 94
Three 48 54
Four 32 34
Five 31 13
Six 25 7

Seven 12 5
Eight 10 2
Nine or more 29 2

Total 324 326
No response 3 1

Total 327 327

Chi-square = 65.09107, with 9 degrees of freedom
.0001> p

TABLE IX -Il

MATCHING OP NEGRO AND WRITE HIGH SCHOOL STUDENTS
BY BIRTH ORDER

Relanenses to: "Are you . :,

AMINMINEN01/0111..011111.111HINNOMIMMI.
.111011MNIM

71111MIOMSIMOINF

Negro
Responses

White
Responses

An only child 23 29
The oldest child in your family 113 120
The youngest child in your family 51 91
Between the youngest and oldest

.1.11 87
Total 322 327
No response 5 0
Total 327 327

Chi-square = 22.51233, with 3 degrees of freedom
.001> p

swenr.m....0.41 OMIA71.1
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IX-12

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS
BY PARENTAL MORTALITY

Answers to: "Are your parents living?"

TABLE IX-12

.4.-1- TI...-4--/:.:44",

Negro
Responses

White
Responses

Both living 288 303
Only mother living 25 14
Only father living 10 7
Neither living 4.

Total 327 325
No response 0 2
Total 327 327

Chi-square = 5.79849, with 3 degrees of freedom
.20:sp>.10

Yes
No

Amsausolelumwroomlorr

TABLE IX-13

11111111111MI

MATCHING OF NEGRO AND WHITE MUIR SCHOOL STUDENTS BY
PARENTAL DIVORCE OR SEPARATION

Answers to: "Are your parents divorced or separated?"

Total
No response
Total

Asemmonr

Negri
Responses

73

a42.
315

327

Chi-square = 10.10776, with 1 degree of freedom
.01,,p>.001

White
Responses

ryL4r22

314

327

,..11101
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TABLE IX-14

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY
RESIDENCE OF RESPONDENT

Responses to: "Do you live with . ."

Negro
Responses

White
Responses

Mother and father 205 258
Mother and stepfather 34 11
Father and stepmother 9 3
Mother only 53 35
Father only 10 8
Other 16 10

Total 327 325
No response 0 2
Total 327 327

Chi-square m 26.10287, with 5 degrees of freedom
.001>p

TABLE IX-15

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY
BIRTHPLACE OF RESPONDENT

Answers to: "Where were you born?"

Negro
Responses

White
Respolsea

In this city or county 192 197
Outside county but in this state 39 35
Outside this state but in the U.S. 87 85
Outside the U.S. 6 9

Total 324 326
No response 3 1
Total 327 327

Chi-square = 0.89877, with 3 degrees of freedom

490>p.80

6
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TABLE IK-16

MATCHING OF NEGRO AND WHITE HIGH SCHOOL STUDENTS BY
EMPLOYMENT OF MOTHER

Anewers to: "Does your mother have a job outside the home?"

Negro
nesponses

White
Responses

Yes, full-time 129 101
Yes, part-time 72 55
No 119

Total 320 319
No response 8
Total 327 321

Chi-square = 12.54721, with 2 degrees of freedom
.01>p.001

TABLE IX-17

MATCHING OP NEGRO AND MITE MGR SCHOOL STUDENTS BY
FAMILIAL NORMAL/TY (A CONSTRUCT)

Family Typea
Negro

Frequencies
White

Frequencies
a1111111111011111.11111101111111111111111M1 1111INNIMMIIINNIMMOr

Normal
Non-normal

Total
No response
Total

ONNIINNII.M/f=1,

126
187

3T5
14

327
MALZMENIIIIMINNIIIIMINIONINIIMPINIMMIII/M11011.111117111110111011,

191

16

327

Chi-square 20 27.09900 with 1 degree of freedom

.001>p

a
A normal family is defined as one in which (1) the parents are neither

divorced nor separated, (2) the respondent lives with both mother &rut father,
(3) both parents are living, and (4) the mother does nos. work full-time; a
non-normal family is defined as one which does not meet all four of these
criteria.

I
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Measurement of Variables

Student's Self-Esteem

As noted at the beginning of Chapter VIII, the measures of several crucial
variables--climate dimensions, ability, and the three dependent attributes--in
this segment of the report are the same as those of the parent research. This
section describes the development of the measure of a personal attribute which
was not introduced in the parent research but which is crucial to the investi-
gation of relative effects of school climate on the academic behavior of the
two racial groups--self-esteem of the student. Literature relevant to this
topic indicates that Negroes tend to have lower self-esteem than whites (Katz,
1964, Pettigrew, 1964, and Roen, 1960). Self-esteem is a highly complex phenome-
non which is difficult to measure. The following discussion considers the prob-
lems confronted in attempting to develop an adequate indicator of this concept
for the present study.

Four items in the student questionnaire were considered as possible indi-
cators of self-esteem. It was originally intended to construct a scale using
these item. However, as Table IK-18 shows, the items have low internal consis-
tency. Therefore, the decision was made to use a more abbreviated indicator of
the concept by considering each item in terms of its face validity.

Item 138 appears to be a reasonable measure of the concept. Rosenberg
(1965, p. 17), in a ten-item Guttman scale of esteem included the following
item: "On the whole, I am satisfied with myself." His item and Q. 138 appear
similar. However, Rosenberg's wording of his item is less threatening to the
subject than Q. 130. The same line of reasoning seems valid for Q. 266. Of

A course, it seems safe to assume that a respondent answering "high" to these two
items would indeed have low self-esteem; and if a Guttman scale with a large
number of items had been developed, these two might have proved useful in dis-
tinguishing individuals at the low end of the continuum from others.

5

Items 267 and 268 are the student's perception of teacher-evaluated ability
and academic effort, respectively. The items require the respondent to perceive
himself through "the eyes of the other." Thus, they are measuring the individual's
academic view of himself in the classical sociological tradition of Mead (1913).°
In perceiving teachers' evaluation of his ability or academic effort the student
is providing an indirect indicator of a relevant aspect of his self-concept hewed
on items which are less threatening than 138 and 266. Items 267 and 268 were
combined into a single indicator of self-esteem. Believing that teachers view
one as bright or a hard worker or both is considered an indication of high
esteem: The dull student may have high esteem by means of hard work, and the
non-industrious student may have it by being bright, Thus, believing that one
is viewed as bright or works hard or both is defined for purposes of analysis
as haviug high self-esteem.

7111=17111

10
For a relevant study of self-concept of ability and academic achievement

see Brookover, Thomas, and Paterson (1964). They found that facift..c self-con-
cepts of ability were related to specific areas of academic achievement with
ability controlled.
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TABLE 1X-18

STUDENT SELF-ESTEEM ITEMS

/ANIONIwwMr.
MfORIO/WIFINNOF!fMN.NIAIN.MVM.MINIMINN4.

N=654

138. Subjective self-esteem: feeling about self
High = no deSire to change
Low = some or complete desire to change

266. Alienation from self: desire to trade with
others
High = no desire to trade
Low = desire to trade

267. Student perception of teacher-evaluated ability
High = bright
Low = average or poor

268. Student perception of teacher-evaluated effort
High = warks hard
Low = doesn't work hard

Scale Reliability
b
=.22

%High

"...

45.6

79.3

16.1

51.9

MMAIMMIIIMNIIMM

-11111111111111MMI111111MONNE 1/..../.1M

aNumbers to left of items refer to identification number in student
questionnaire in Appendix A.

b
Scale reliability estimate was obtained from Kuder-Richardson Formula

20.

As noted above, the literature generally indicates that Negroes have lower
self-esteem than whites. li As may be seen in Table IX-19, such is not the case
in this study. This suggests that either the measure of esteem employed here
has low validity or a selection factor is operating which places Negroes of
above average self-esteem in predominantly white high schools. Perhaps a third
interpzetatien iG the most plausible: High selg:-esteem on the part of Negroes
is a defense mechanism against discrimination,

arm. ww,Alimomm .3...wrame .....ersawmarswess

more recently, however, Coleman, et al. (1966, p. 281), in their com-
prehensive national study, found no lower academic self-confidence among Negroes
than among whites.

12
Evidence is presented in a later chapter that a larger percentage of the

Negroes have college plans than the matched sample of whites. The same type of
compensatory mechanism perhaps explains part of this difference.

'of *9.* 'If , "' =" "1"44, ,s7 ' 01,,,,4, t," ,61'411.4
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TABLE IX-19

PERCENTAGES OF STUDENTS WITH HIGH SELF-ESTEEM IN VARIOUS SUB-SAMPLES

Percentage responding
either "bright" or
"works hard" or both

(N)

No response
Total

Negroes in
Matched
Sample

Whites in
Matched
Sample

Total Sample
of the

Larger Study

80.4

...e

61.2 72.8

327"

0

327

0
18,242

.2.111
20,345327 327

One final consideration concerning the measure of self-esteem should be
noted. One would certainly predict, on the basis of previous research, that a
valid measure of the concept would be positively related to the three dependent
attributes. Table IX-20 indicates that this is systematically the case for both
groups, with the effect parameters for Negroes larger in two of three cases.
These results lend predictive validity to the measure of the concept employed. l"

OLEWLIsitiontishane for C

The same procedure for classifying the fifteen schools on the five climate
dimensions is utilized in this section of the analysis as that of the parent
research: The fifteen schools were ranked on each of the five climate dimensions
and then collapsed into quartiles. The quartile rankings of the fifteen schools
on the factors are presented in Table IX-21.

College plans are dichotomized in the sane manner as for the parent re-
search: Students with intentions to enroll as a full-time student immediately
after high school (Q. 270 of student questionnaire in Appendix A) are classified
as having college plans. Scores on the math test and intellectualism scale are
dichotomized as closely as possible to the medians of the distributions for the
654 students. For the former attribute, students with C-scores within the range

111111111NIMII simmosimeamt..simmommaimom

13
This measure of esteem has appreciably larger effects on all three depen-

dent attributes than the first two items presented in Table IX-18.

14
See Chapter VI for the explanation of why Factor VI is deleted from the

later stages of the analysis.
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TABLE IX-20

EFFECTS OF ACADEMIC SELF-ESTEEM (MEASURED BY BRIGHT OR HARD-WORKER OR BOTH)
UPON THREE DEPENDENT ATTRIBUTES FOR NEGRO AND WHITE STUDENTS

IN THE MATCHED SAMPLE

Race

1111IIREI,

Negroes Whites

71111.110111MININI11

Effects of

Esteem

AMMIMIIW

Self-esteem Low High Low High Negro White

Proportion planning college .328 .430 .210 .369 '102 .159
full-time after HS (64) (263) (124) (203)

Proportion high on personal .406 .635 .266 .493 .229 .227
intellectualism (64) (263) (124) (203)

Proportion high on Mather .406 .566 .508 .650 .166 .142
=tics Test C-score (64) (263) (124) (203)

3-10 are classified as "high" and those between 0 and 2 as "low." For the
intellectualism scale, students with scores 3-6 are piped in the "high" cate-
gory and those between 0 and 2 in the "low" category.

The Problem of 890- Responses

This phase of the larger study would especially be hindered by missing data
because the analysis is conducted on a matched sample, and if one member of a
pair is lost due to a non-response, his matched mate would have to be discarded
also. Otherwise, a bias would be introduced with respect to the matching vari-
ables. Given the small case base of 327 pairs, it is not feasible to discard
observations because of missing data. Therefore, procedures are employed to
provide responses for all respondents.

There are several methods in current use for handling non-responses. First,
one may discard all observations in which any item of data is missing; even in
a non-matched sample this can often result in the loss of a large proportion of
cases. Secondly, one can run tabulations--as has been done thus far in this
chapter--reporting the frequency of non-responses as a separate and distinct
entry. Thirdly, one may arbitrarily assign non-answering respondents the mean

15
See p. 60 of Chapter III for the classification scheme for math perform-

ance and intellectualism in the parent research.
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TABLE IX-21

QUARTILE RANKINGS FOR FIFTEEN SCHOOLS ON FIVE
FACTOR SCORES FOR NEGRO-WHITE MATCHED SAMPLE

School
IdentificaLion

Number Factors: I II III IV V

School Quartile Ranks for Factors

01 1 1 4 1 4

02 1 1 1 1 4

03 4 4 1 4 1

04 1 3 4 4 4

06 4 4 4 3 1

07 4 4 1 4 1

08 4 4 1 4 1

09 4 4 1 4 1

10 1 1 4 1 4

12 4 4 1 4 1

14 3 4 4 4 1

15 3 2 2 2 2

17 2 3 3 3 3

18 1 1 4 1 4

20 1 1 4 1 4

.111mayINNINMNI.Mlarn.rfmasio..

or median score for each variable. Fourthly, one might randomly distribute
"unknowns" according to the observed distribution for those who do respond to
a given item. Finally, one can assign values to non-responses on the basis of
a regression analysis of the unknown variable on several other variables, using
the data from those respondents who did respond to the variables under considera-
tion. While this list is probably not exhaustive, it appears to represent the
most widely used "solutions" to this problem. It is the regression technique
which is employed in the present analysis. This technique, as applied to the
present data, will be briefly described, and then consideration will be given to
the merits of the approach.

Ordinarily, it would be necessary to determine which variables to use as
independent ones in order to predict the one with missing data (the dependent
variable). However, the nature of the present research design permits a simpler
approach. Because this is a matched sample, those variables on which the sample

4-7.0mr,7.
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was matched were used to predict values on variables for those respondents on
whom information is missing. Specifically, race, sex, year in school, Abstract
Reasoning Test raw score, father's education, number of siblings, and indtg of
familial normality were entered in e stepwise multiple linear regression."
Initially, it was necessary to use regression analysis to fill in the missing
data on any matching variables. Once this was accomplished the three measures
of the dependent variables and other independent variables were regression ana-
lyzed to fill in missing data.

The position is taken here that regression analysis is the rssst sophisticated
solution to the problem of missing data. No bias is introduced into the data by
this technique, and case loss is non-existent. The technique is more precise
than random assignment or assignment to the modal or average category. Even when
the regression is poor (i.e., the multiple R is small), the technique supplies
the mean.

The Statistical Procedure

The multivariate technique utilized here is the same as that for the parent
research which was described in detail in Chapter II/; namely, Boyle's slightly
modified version (1966, unpublished) of Coleman's continuous-time, discrete-
state stochastic model (1964, Chap. 6). In that discussion it was pointed out
that the underlying model for Coleman's technique may be interpreted in the same
manner as regression analysis or analysis of variance. It will be remembered
that the model provides the researcher a technique for testing whether the effect
parameters are significantly different from zero. However, this technique is
not adequate for the main problem investigated here: Are the climate effects
on the academic behavior of a matched sample of Negroes and whites significantly
different? Before explaining why this is true, it is worthwhile to raise again
here the perennial problem which was posed in Chapter III for the parent research:
Are significance tests necessary or desirable? Several arguments have been ati
vanced against such tests, couched in both statistical and substantive terms.
The present discussion will consider the controversy only in substantive terms.
It is certainly possible to obtain statistical significance in a relationship
which is not especially important from a substantive perspective. In facts re-
search efforts which are focussed only on significance are of little scientific
merit. It is much more important to find both systematic and impressive (i.e.,
in terms of magnitude) relationships in survey research. In this phaee of the
study one could plausibly argue that it is desirable to report significance
levels for the differences in magnitude of climate effects on the academic be-
havior of Negroes and whites. However, two related and difficult problems are
faced in this connection. First, an appropriate test for the comparison of two
effect parameters must be found. Secondly, the test must be appropriate for a
matched sample. The use of ordinary statistical testa of significance, when
applied to a matched sample (such as that for the Coleman technique) "... would
lead the experimenter to discard the null hypothesis less frequently at any given
level of significance than it should be discarded" 0( eRsell, 1961, p. 26). Be-
cause the Negro and white samples are matched on a number of ssackground variables,

iMg7MM.,MMIOMMINIIMI.V7VOC.IMINNIMINO.11011Mil IiMMEIMOMI41Yll
16The calculating scheme is presented in Efroymsan (1960, Chapt. 17). The

7094 computer program utilized adds a variable at each step (as opposed to pro-
grams which delete a variable at each step) until the F-tevel (.01) causes the
stepwise procedure to halt.

17
See, for example, Upset, Troia, and Coleman (1956, pp. 427-432); Selvin

(1957); McGinnis (1950; and Kish (1959).
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they are correlated samples; and since the samples are correlated, smaller dif-
ferences are to be expected. Several statisticians have worked on this problem.
But they have either (1) dealt only with pairwise comparisons (tile present work
is concerned with group differences) or (2) considered snatching to mean two or
mere measurements upon the same individual; for example, "Matching occurs be-

cause each sample contains exactly the same soldiers" (Cochran, 1950, p. 256).
ehessfnee, the earlier work is not useful in terms of solving the presert prob-

lem. The solution to the problem lies in developing, an appropriate technique
to test the significance of the difference between two effect parameters (al's
for two groups which have been matched in order to equate them.

To be able to test the significance between the effect parameters, it is
necessary to ealevlate the variance of the difference. To simplify notation,

let 02 be the estimate of the variance of a for Negroes and kr be the estimate
for whites. Then, when experimental groups are formed by pairing, by using sibs,
or the same person at two points in time, the estimate of the variance of the
difference is given by the following (McNemar, 1962, pp. 384-385):

d 6 2 n 2
2r 6eD ew xy N

When experimental groups are formed by matching distributions, the estimate
of the variance of the dtfference is calculated as follows:

6 2
-

g 20..r2 4.0 2,1_r2
N xy' W xy'

The calculation of r ecquires the computation of the multiple correlation co-

efficient between thex Yet and all Gf the matching variables. While Ch is does not

involve pairwise analysta, the calculationseven with the use of electronic
digital computersare very tedious and expensive. Therefore, the methods for
estimating the variance of the difference for experimental groups are neither
feasible nor appropriate.

The remaining solution is to treat the Negro and white groups as statisti-
cally independent simples, which would result in the lowering of tie power of

the test. The pairwise analyses- -the only examples to be presented in this re
searchof the dependent variables are presented in Tables IX-22, IX-23, and
IX-24. Modest correlations exist for educational plans (Table IX-22) send math
achievement (Table IX-24), but none for intellectual orientations (Table IX-23)
when each individual is compared with his paired partner of different eace.
Cless4, the behavior of one can be partially predicted from that of his paired
partner for two of the three dependent attributes. Thus, it is not appropriate
to treat the macho Bromps as statistically independent samples and apply tests
of significance based on such an assumption. Given this situation, the most
appropriate indicator of confidence of the differential climate effects upon the
behavior of Negroes and whites is that of consistency or the systematic nature

of observed relationships. In addition, tests of significance will not be ap-
plied to climate effects on the behavior of students of either race, since such

4141.1111111111011MOMMENG

18
Specifically, Stuart (1957), Walsh (1947), Wilson (1956), and McNemar (1957).
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TABLE IX-23

INTELLECTUAL ORIENTATIONS OF MATCHED PAIRS

Scores on: Personal Orientation Toward Intellectualism Scale

3

Negro

ISILEAULEE

Negro
Scale Scores

0-2

3-6

0

1

2

3

4

5

6

White Scale Scores

0 1 2 3 4 5

4 5 9 4

9 16 5 7

6 11 16 9

8 20 14 9

12 15 15 15

5 7 10 15

2 3 2 3

46 77 71 62

White
Scale Scores

5 1

2 7

10 5

9 8

10 1

4 3

40 25

=

2 30

46

1 58

1 69

1 69

1 45

10

6 327

.0190

= .9934

= .0191

Chi-square = 0.118, with 1 degree of freedom p .50
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TABLE IX-24

ACADEMIC ACHIEVEMENT OF MATCHED PAIRS

Stanine Scores
a

on: Mathematics Test

White
Stanine Scores

1 2 3 4 5 6 7 8 9

1 17 17 6 10 2 3 55

2 17 34 23 11 3 3 4 2 97

3 4 24 21 18 4 6 2 1 80
U)

4 8 13 9 4 5 2 410
0 CII
owo a,

5 5 4 3 4 1 17
0 0Z
9

6 2 2 2 3 1 7 1 18

U)
7 2 2 3 1 2 1 11

8 2 2 2 1 7

9 1 1

40 92 73 59 19 27 11 3 3 327

a
C-score conversion was carried out separately by sex and by year in

school; C-scores were collapsed to stanine scores (Guilford, 1956, p. 503).

Negro
Stanine Scores 3-9

1-2

White
Eggin±

152

175

S

*2954

/max. si .8826

132 195 327 0 /max. = .3346

Chi-square st 28.545, with 1 degree of freedom .001>p
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parameters are presented for the populations of the schools in the parent re-
search. The effect parameters for the school populations can serve as bench-
marks or standards with which those of the Negro-white sample can be compared.
Tests of significance will thus be applied only to the relationships involving
non-climate variables and the three dependent attributes.

Summary

This chapter has described in detail the method of selecting the sample
of Negro and white students; the measurement of a very important personal at-
tribute to be introduced in the analysis (students' academic self-esteem); the
procedure for handling missing data for respondents; and the statistical tech-
]pique employed in the analysis.

Within the larger sample of 20,345 students are 327 Negro students located
in fifteen of the twenty schools. An equal number of whites have been matched
with the Negro adolescents. Thus the sample consists of 327 pairs of Negro and
white students from fifteen predominantly white high schools who have been matched
on school attended, sex, year in school, I.Q., age, and SES (as measured by
father's education). Matching was not successful on two variables which are to
be controlled at appropriate points in the analysis: number of sibs and familial
normality. The purpose of the matching is not to make pairwiae comparisons but
to equate the groups in order that Negro-white group differences may be assessed
without the necessity of controlling the variables on which the sample was suc-
cessfully matched.

In order to avoid loss of cases, non - responses have been eliminated by
substituting values obtained from stepwise, multiple linear regression analysis
using the matching variables as predictors.

The data are to be analyzed by means of the technique of multivariate
analysis used in the parent research. This technique may be interpreted in
terms of linear regression analysis or analysis of variance for dummy variables.
Various techniques for testing the statistical significance of Negro-white dif-
ferences with respect to climate effects were considered and then discarded.

In Chapter X a comparison is made of the Negro-white matched sample with
the population of the fifteen schools from which they were selected. Preliminary
racial differences with respect to the three dependent attributes are atso con-
sidered. Finally, data are presented to test the first three working hypotheses.



Chapter X

PRELIMINARY DIFFERENCES

Introduction

Although the primazy emphasis of this phase of the report is on the differ-
ential effects of school climate on the academic behavior of Negroes and whites,
it is first necessary to compare the matched sample with the combined populations
of the fifteen schools from which they were chosen. Such a comparison will give
the reader a profile of these students relative to the remainder of the student
bodies, and thus provide a baseline for comparison of the substantive results
with those of the parent research and other studies in this general area. After
the comparison is made, data are presented showing the effects of race on the
three dependent attributes. This is followed by a presentation of results for
testing working Hypotheses I, II, and III.

Nature of the Sample

As indicated in the previous chapter, the 327 Negroes and 327 whites were
selected from the 14,827 students in those fifteen high schools cortainirg one
or more Negro students. It is difficult to conceive of these 654 students as a
"sample" in the customary sense of the term, for the universe of Negro students
is represented in the matched group and the whites represent a non-random sample
of the 14,500 white students in the fifteen schools.

The peculiarities of the matched sample are reflected in Table k.1 which
shows a number of important differences between them and the combined populations
of the fifteen schools. First, a larger percentage of the student bodies have
college plans and high scores on the math test than is the case for the matched
sample. This is not surprising given the higher ability level (AR C-scores) of
the school populations.' A .;dialler percentage of the white sample and a larger
percentage of the Negroes have high scores on the intellectualism scale than is
the case for the parent populations. Thus, with the single exception of Negro
intellecteal orient tions, the populations of the fifteen schools are of higher
ability, more oriented toward higher education and intellectualim, and higher
achievers on the math test than those in the matched sample.

'Although the two groups were individually matched within school on I.Q.,
the mean AR score for the 327 whites (4.0612) is significantly higher (.01> p>.001)
than that for Negroes (3.6820). This discrepancy could be explained by several
factors. First, although the two members of each pair were matched on the same I.Q.
test, eight different tests (other than the Abstract Reasoning Test) were involved
in the matching, and the lack of comparability among them could have contributed
to the significant difference. Secondly, the AR test could be a less valid meas-
ure of intelligence than those employed in the matching. Thirdly, the AR and
MATH tests were not administered to sixteen whites and twenty-six Negroes in the
matched sample, and the multiple linear regression procedure which was used to
obtain the AR scores for these subjects could have failed to accurately predict
them. Regardless of what factor or combination of factors account for the dis-
crepancy, the authors contend that ability for the two groups is more precisely
controlled by the matching procedure-than could have been accomplished by statis-
tical procedures such as partial correlation or cross- tabulation.

X-1
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TABLE X-1

COMPARISON OF THE MATCHED NEGRO-WHITE SAMPLE
WITH TEE COMBINED POPULATIONS OF THE FIFTEEN SCHOOLS

20.100010'warms. 0mmommeammisamma
,11,1011101110111=01007=0111=111111.1MLNIMINIMMENNIIMMINDassernmamreararamssiorvamomortvoneemotr0alomnarks.~...ammeams.0.00msrumaa-moorrana,

Variables All Fifteen
High Schools

Matched Sample
d=1.1111 M.IMJN0:111.

Negro White
Respondents Respondents

01010110111011=arm.-=10,..www,...aut00.

Percentage pIacaing to go to college
"as a full-time student right after
high school" (Q. 2Y01)

57.3%
(14,611)

41.0%

(327)

30.9%
(327)

Percentage with high sc5res (3-6) on
Personal Orientation Toward Intel- 46.8% 59.0% 40.7%
lectualism scale (14,675) (327) (327)

Percentage with high (3-10) Mathe- 81.2% 53.5% 59.6%
matics test C-scores (13,809) (327) (1-0)

Mean Abstract Reasoning test C- sco cs 5.1423 3.6820 4.0612
(13,809) (327) (327)

Median number of siblings (Q. 130) 2.3259 3.5313 2.5053
(14,730) (327) (327)

Percentage of students from "normal"
families (Familial Normality con- 38.5% 59.0%
struct)b (327) (327)

Percentage of families in which
parents are neither divorced 89.5% 77.4% 86.9%
nor separated (Q. 126) (14,350) (327) (327)

Percentage of families in which
adolescent lives with mother 82.0% 62.7% 79.2%'

and father (Q. 127) (14,715) (327) (327)

Percentage of families in which 93 07. 88.1% 93.3%
both patents are living (Q. 124) (14,7e4) (327) (327)

Percentage of families in which
mother does not work full-time 7/.8% 60.2% 69.1%
(Q. 125) (14,655) (327) (327)

Percentage whose fathers received at 42.0% 26.9% 25.9%
least some college (Q. 120) (14,753) (327) (327)

onawasmasmeramadowwwwwnor amomfmasmarwmsrmowwwwmaam -01.1111100111111.0(1.10111110111400.00.1.1=MIMEMENII11/1

aNumbers in parentheses in this column refer to the item number in the
student questionnaire in Appendix A.

19M7M7417$74771,'T
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TABLE X-1 (continued)

b
A "normal" family is defined as one in which (1) the parents are neither

divorced nor separated, (2) the respondent lives with both mother and father,
.0) both parents are living, and (4) the mother does not work full-time.

c
The index of family normality was not constructed for the combined popu-

lations of the fifteen schools. However, data are prevented for the four items
used to construct the index.

In terms of.family background characteristics, the Negro-white sample are
more likely to come from larger families, non-normal families, and families of
lower SES (as measured by father's education) than the school populations. These
differences indicate that the lower ability and achievement levels of the matched
sample are partly a function of family background attributes.

Although it has been possible to compare the Negro-white sample with the
student populations of the fifteen schools, it is not possible to compare the
327 Negro students with all high school-aged Negro youth who might have attended
one of these fifteen institutions. In other words, it would be highly informa-
tive to compare the Negroes in this sample with those attending predominantly or
totally Negro high schools.2

A. relevant study in this area was conducted by Weinstein and Geisel (1961).
They gathered data on eighty-eight Negro families in a southern community whose
children were eligible to attend desegregated schools on a "grade-a-year" plan.
One of the critical differences between parents who elected to send their chil-
dren to predominantly white schools and those not making such a decision was that
the former group were more likely to be "social pioneers." No data are avail-
able here to attempt a replication of their findings. However, the very fact
that these Negro students are enrolled in such overwhelmingly white schools
provides-some-indirect evidence of a "pioneering" perspective.

More important than the comparisons between the matched sample and the school
populations are the Negro-white differences with respect to the three dependent
attributes. These differences are presented and discussed in the next section.

2
Since it is known that most American youth attend schools which are pre -

dominantly. segregated, the Negroes in this sample are a select group living in
areas which enable them to attend predominantly white, better-than-average,
public high schools.

3
In addition, the latter were more likely to be characterized by (I) pres-

ence of older, ineligible children, (2) a higher degree of social alienation,
and- (3) lower SES.

,s4
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Effects of Race on the Dependent Attributes

Table X-2 shows that Negroes plan at a significantly higher rate than whites
to attend college. Prior research, discussed in Chapter II, has shown that, re-
gardless of region of the country and whether they are in integrated or segregated
schools, Negices are more educationally oriented. Therefore, the extent to which
Negroes have college plans at a rate higher than whites of similar circumstances
may be viewed initially as a function of the unique experiences and values that
are a consequence of being Negro and not as a function of being in segregated or
integrated schools. The level of their educational plans may be inflated for a
variety of reasons. First, college plans for Negroes could be more "aspirational"
and less "factual" than they are for whites and, thus, may be less indicative of
future behavior for Negroes.4 The r.esults may, then, be a reflection of a lack
of realism about the costs of college in terms of prior preparation, intellectual
effort, finances, time, etc., resulting from their membership in a subculture with
little experience with higher education.5 That education is one of the Negro's
few major avenues of upward social mobility in American society may account for
much of the difference in educational plans between Negro and white students in
this sample. If Negro college plans are inflated, undoubtedly the fact that edu-
cation is their major channel of mobility accounts for the inflation. Or, it may
be that their aspirations are a function of their high academic self-esteem. It
has already been stressed that these Negro students are in a favored position
relative to most Negro high school students. For the most part they live in
middle-class cities or suburbs and are attending white middle- class high schools.
These facts are not likely to be lost on these youngsters nor on their parents,
most of wham do not thetpselves have the advantage of education beyond high school.
Nor is it likely that the presence of these particular Negroes in white middle-
class high schools is entirely fortuitous. If their parents have sofficient
mobility aspirations to live in predominantly white communities and to send their
children to predominantly white high schools, they are likely also to perceive
education in the light of its mobility implications. It is argued that such
parents, more than the parents of white students of similar background, will in-
still in their children the importance of education, and will encourage, cajole,
and otherwise foster such values in their children. One of the more important of
these values is a high regard for one's ability--a positive self image.

The observed difference may also be a function of the value system of the
Negro community. That is, if the adult Negro community, as a social collectivity,
values education as the means to overcoming racial barriers experienced by their

4Sewell's follow-up study (1964) of Wisconsin high school seniors showed
that more than ninety percent of those planning to attend college actually en-
rolled. However, his sample was predominantly white; also, it is logical that
college plans among seniors would be more crystallized and realistic than among
underclassmen,

%Jess than five percent of all college students are Negro, yet 11.5 percent
of college-aged persons are Negro (Coleman, et al., 1966, p. 23).
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TABLE X-2

EFFECTS OF RACE ON THE DEPENDENT ATTRIBUTES

wr -

Negro
Dependent Attributes Respondents

White Effect Measure
Respondents for Racea

Percentage planning to go to 41.0%
college (327)

Percentage high on Personal Orientation 59.0%
Toward Intellectualism scale (327)

Percentage with high Mathematics test 53.5%
C-scores (327)

30.97.

(327)

40.7%

(32'0

59.67.

(327)

a = .101
(.01> p >.001)

a
i
= .183

(.001>p)

a = -.061

(.10.p.05)

a
The sign of a is positive when Negroes are higher on the dependent

vallable and negatiOe when whites are higher.

generation, then the Negro students could be reflecting the educational aspira-
tions urged by their elders. These various interpretations are considered at
different points in the analysis.

Table X-2 also shows that a significantly larger proportion of Negroes than
whites have high intellectual orientations. This dependent attribute is similar
to the first in that it may be viewed as attitudinal, not behavioral. That is,
Negroes may have higher intellectual values than their white counterparts because
they view intellectualism as important to coAege attendance and academic success.
Furthermore, it may well be that adhering to intellectual values is of aid in
maintaining self-esteem when confronted with racial discrimination.

There is a small racial difference in the proportion high on math achieve-
ment; by 6.1 percent (.10.,,p,>.05) whites exceed Negroes.' When the inability
to match on family background variables is taken into account (by statistical
controls) in the following chapter, resulting in a diminution of this modest
racial difference, consideration will be given to the implications of family back-
ground for the academic behavior of Negro youth.

Was -1141111= 1,
6
A comparison of the mean math C-scores of Negroes (2.9847) and whites

(3.2171) is significant at a slightly higher level (.05>p.04); and the use of
the Chi-square test to compare the distributions of math C-scores (X2 = 11.373
with d.f. = 9) shows less difference (.30.7"-p2:1:20).
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Related research on Negro-white differences in achievement with subjects
matched on background factors is sparse. Although several studies have compared
levels of Negro and white academic achievement before and after desegregation,
few have made racial comparisons with ability controlled. After matching Negroes
and whites on ability, SES, and other relevant factors, Samuels (1958) found
significant differences in verbal achievement to be greater than those in non-
verbal achievement. In the recent national survey, Coleman, et al., (1966, p.
20) also demonstrated that whites achieve at appreciably higher levels than Negrcen;
however, the difference on non-verbal achievement was strikingly similar to that
on verbal achievement. In addition, Samuels concluded that Negro-white differences
tend to become static or even to decrease slightly at the end of the second inte-
grated year, but the national survey, ignoring degree of integration of schools,
showed the gap to increase as students move from grades six to nine to twelve.

Thus, consensus is found only in terms of white achievement levels exceeding
those of Negroes. While the finding* of the present research are consistent in
direction with earlier efforts on Negro-white differences, the magnitude of the
present difference appears to be less than that discovered elsewhere. This
smaller discrepancy would appear to be a function of the degree of precision of
matching for the two groups.

Having compared the matched sample with the populations of the fifteen high
schools from which they were selected and having compared the two racial groups
with respect to the three dependent attributes, attention is now turned to pre-
liminary climate effects. However, the reader should keep in mind in evaluating
the results in the remainder of this chapter the important fact that control cf
background factors on which the two groups could not be matched is postponed until
the following chapter.

Within-Race Climate Effects

The basic proposition in climate-oriented, educational research is that the
academic atmosphere of the school exerts an effect on the academic behavior of
its students. Typical of such a contention is the first working hypothesis con-
sidered here:

Hypothesis I: Within both racial groups a
relationship exists between
the various dimensions of school
climate and the three dependent
attributes.

The hypothesis -All be considered first for Negroes and then for whites
Table X-3 shows that the fifteen effect parameters displayed for Negroes are
highly systematic; that is, each is in the direction predicted by the content of
the factor, with a magnitude roughly comparable to that found in the parent re-
search (see Tables IV-1, IV-2, and IV-4). The climate effects for college plans
are stronger than those for the other two dependent attributes. On the g_ounds
that educational plans tend to be somewhat "idealistic" for the Negro students,
it is to be expected that the attribute would be more susceptible to environmental
influence than the more rigorous measure of achievment. Earlier research, cited
throughout this report, suggests why the climate effects are greater for college
Plans than for intellectualism. College attendance is highly valued by adolescent

ITT"-TMMTV94w:N77,77rMW,,,,
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TABLE X-3

EFFECTS OF FACTOR SCORE QUARTILES ON COLLEGE PLANS,
INTELLECTUAL ORIENTATIONS, AND ACADEMIC ACHIEVEMENT OF

NEGRO "nES FOMENTS

Weighted Factor Climate Effect Measures
Standardized to a Dichotomy

College Intellectual Math
Plans Orientations Achievement

Climate Dimensions

I. Absence of
Academic Emulation

I II. Absence of

Intell.-Estheticism

III. Cohesive and Egalitarian
Estheticism

IV. Absence of Scientism

V. Humanistic Excellence

Base (N)

-.137 -.075 -.107

-.131 -.093 -.090

.203 .084 ,100

-.144 -.103 -.080

.140 .072 .103

(327) (327) (327)

peer groups but adherence to intellectual values is not (McDill and Coleman,
1963). Furthermore, the parent research has demonstrated that intellectualism
is of lower salience to students than either college attendance or achievement.

Turning now to the comparable data for the white students in Table X-4, it
can be seen that here, too, each of the fifteen effect parameters is in the
expected direction. Of special relevance is the finding that the effects are
consistently higher for educational plans than for the other two attributes.
This finding reinforces the earlier cited research regarding the great importance
of college attendance in general and also indicates the extent to which the scho-
lastically inferior whites (i.e., in comparison with the combined populations of
the fifteen schools shown in Table X-1) are influenced by the academic quality
of the school.

In summary, the evidence for the first hypothesis is overwhelming. In every
instance for bath racial groups (a total of thirty tests), the climate effects
are in the predicted direction.

1
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TABLE X-4

EFFECTS OF FACTOR SCORE QUARTILES ON COLLEGE PLANS,
INTELLECTUAL ORIENTATIONS, AND ACADEMIC ACHIEVEMENT OF

wing REspounRNTg

Climate Dimensions

Weighted FactorFactor Climate Effect Measures
Standardized to a Dichotomy

.11MINImemmwoli.

College
Plans

Intellectual
Orientations

Math
Achievement

I. Absence of
Academic Emulation -.224 -.025 -.110

II. Absence of

Intell.Egtheticism -.182 -.047 -.113

III. Cohesive and Egalitarian
Estheticism .289 .139 .156

IV. Absence of Scientism -.175 -.083 -.112

V. Humanistic Excellence .218 .020 .107

Base (N) (327) (327) (327)

.1111ftivm./10..a.,11.1111

Preliminary Differences in Climate Effects by Race

In the first part of the second working hypothesis, it is predicted that
Negroes experience stronger climate effects on their edrcational plans than is
the case for whites:

Hypotheses II (a): The relationship between
the climate atilensions and
college plans is more.. pro-

nourxed among Negroes than
among whites.

Climate effect differences are obtained by comparing the parameters for
Negroes with those of whites (see Table X -5). Whereas Tables X-3and X-4

MIENIMIIIM P1111100111110111116,1C.,..r

7
Note in this table and subsequent ones displaying differential effects by

race, the sign of the difference (A N-W) indicates which racial group experiences
the stronger effect in the direction expected on the basis of the content of the
factor. When the effects for Negroes are greater, the sign is positive (.0; when
the effects for whites are larger, the sign is negative (-). If Tables X-5, RA,

igaike
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TABLE X-5

414ublas4Adul<ugasa.tra.ma, iS.1164tefaletkatihow

DIFFERENTIAL RACIAL EFFECTS OF FACTOR SCORE QUARTILES
ON COLLEGE PLANS1

Climate Dimensions

Weighted Factor Climate Effect Measures
Standardized to a Dichotomy

Negro
Respondents

White
Respondents N-W

111,0.411...../NIMINYIMMUff.

I. Absence of
Academic Emulation -.137 -.224 -.087

II. Absence of

Intell.-Estheticism -.131 -.182 -.051

III. Cohesive and Egalitarian
Estheticism .203 .289 -.086

IV. Absence of Scientism -.144 -.175 -.031

V. Humanistic Excellence .140 .218 -.078

display the effects for one race, Table X-5 (utilizing the same information)
permits a comparison of the climate effects for the two racial groups. It is
the case that whites experience stronger climate affects with respect to each of
...he five factors. This is true despite the fact that the Negroes are more likely
to state that they have definite college plans. Although the differences in
Table X-5 are moderate, they are systematically in the direction 22221.iits to that
predicted. Stated differently, the Negro students tend to be less conforming to
climate influences on their educational plans than are the whites. Or stated
obversely, the Negro students tend to be more independent of variation in social
pressures inherent in the educational and social climates of schools than ere
their white counterparts.

Marie Jahoda's critical evaluation (1959) of research and theory on con-
formity vs. independence by social sfiientists is of aid in explaining the failure
of Hypothesis II (a) to be verified. Her review of the theory and literature in
the area of conformity-independence leads her to the conclusion that a critical
determinant of the extent of conformity or independence to social influences has

1.1111MMINIMMAINIII,MMIIMMIVI 01M111.10. fIMINAMMEN

and X-7 had been generated by inclusion of both racial groups, measures of
effects for each of the climate dimensions and measures of the effect of race

would have been obtained. Since the concern is with differential Negro-white
climate effects and not with racial effects with climate effects controlled, it
was necessary that the tabulations be run separately for each racial group.

8
The authors are indebted to Erling Schild for bringing this article to

their attention.
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been ignored in the plethora of experimental studies on the topic: emotional
investment of the subject in the issue the researcher is attempting to manipu-

late. This, she contends, partly explains why research in experimental psychology
has been so successful in producing conformity in subjects; studies have been re-
stricted almost totally to issues in which the subject has no investment.

Applying Jahoda's frame of reference to the relationships between variables
involved in Hypothesis II (a) would lead to the prediction opposite to that con-
tained in the proposition; namely, with respect to college plans Negroes would be
less responsive to variations in school climate than whites because Negroes have
more emotional investment in college attendance than whites of comparable ability
and similar family SES. Throughout this report, research has been cited documen-
ting the great importance to both Negro students and their parents' of higher
education as the primary means of social mobility and attaining first-class citi-
zenship. Although evidence is lacking in the present data to measure rigorously
the relative degree of emotional investment of Negroes and whites in college at-
tendance, it would be absurd to argue that Negroes of comparable ability to
whites (and a group of Negroes which is clearly superior to Negro students in
general with respect to ability and from leas socially disadvantaged backgrounds)
do not have more emotional investment in college attendance. This argument takes
on added plausibility if one views the measure of college plans here as reflecting
aspirations as well as crystallized intentions. To paraphrase Jahoda (p. 113):
College plans and/or aspirations have a place in the life space of Negroes with
considerable salience before the campaign begins (i.e., before they enroll in
predominantly white high schools).

One other variable which may be of importance in explaining the results of
Table X-5 is the racial composition of the school. It may be that the educational
and social climates of predominantly white high schools have stronger effects on
college plans of whites than of Negroes, while the opposite holds true for pre-
dominantly Negro schools. While this is a crucial problem for investigation--from
the perspectives of (1) policy implications for educators and (2) contributing to
the theory of social processes which explain variations in the academic behavior
of individual students--it is not feasible to include it in the present analysis
because of the restricted variation in the racial composition of the schools.'°

S
9
A/though data were not obtained from parents for these respondents, there

is evidence from the student questionnaire that a larger percentage of the Negroes
are subjected to strong parental influence to attend college than are their white
counterparts. In Q'a 271-272, students were asked "How does each of your parents
feel about your decision with respect to college?" For the Negro sample, 47.4
percent report that their fathers have strongly encouraged them to attend, while
62.4 percent of them state that their mothers have done so. The corresponding
percentages for wIlites are 41.0 and 43.7.

10
James McPartland, a graduate student in the Department of Social Relations

at Johns Hopkins, is currently conducting research on this neglected topic for
his doctoral dissertation utilizing data from the recent nation-wide study by
Coleman, et pt., (1966) .
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In the second part of Hypothesis II, it is predicted that the intellectual
values of whites are affected to a greater extent by school climate than are
those of Negroes:

Hypothesis II (b): The relationship between the
climate dimensions and intel-
lectual orientations is less
pronounced among Negroes than
among whites.

A comparison of Negro-white climate effects 13 presented in Table X-6. For
four of the five factors the differences are in the direction opposite to that
predicted. That is, Negroes experience stronger effects with respect to all
dimensions except Factor III. The magnitude of the differences is certainly not
impressive; yet, given the consistency (four out of five tests), they merit some
attempt at explanation. One distinction exists between Factor III and the other
four factors which is of importance in such an attempt. The former, because it
contains an element of egalitarianism, may, for present purposes, be interpreted
as a status factor. Therefore, the data of Table X-6 indicate the two following
relationships: (1) With respect to the status factor white students experience
stronger effects than do Negroes; (2) With respect to the non-status factors,
Negroes experience stronger effects. Given this distinction, what interpretation
can be placed on the data of Table X-6? The above relationships, together with
the facts given below, suggest one possible explanation; namely, that the Negroes
in this sample, relative to their white counterparts, have assumed the role of
intellectuals in these schools:

(1) Previous researchers (Coleman, 1961) have contended that intellectual-
ism is not rewarded in the adolescent social system.

(2) An inverse relationship between status in school and intellectualism
was demonstrated in Chapter VI of this report.

(3) Negro students in this samyle represent an out-group in these predomi-
nantly white high schools.

(4) A larger porportion of Negro students than whites have high scores on
the intellectualism scale.

Since they are excluded from the dominant white status systems of the schools,
which do not in general reward intellectualism, one would expect them to be more

11
That the Negroes are an out-group in these predominantly white schools is

demonstrated by the following data: The nedian number of white friendship, choices
received by Negroes is .634 (N=255) , and the median number of white friendscairaRces
received by whites is 2.933 (N=255). Since these are virtually all-white schools,
one must assume a dominant "white status system." Therefore, the data represent
sociometric choices made by white adolescents. As noted in Chapter VI, budgetary
limitations precluded the coding and tabulation of sociometric data for all schools.
Of the fifteen schools having Negroes, sociometric data are available for eight.
These eight schools contain 255 pairs, or 78 percent of the matched sample. For
each sociometric item coded, choices received were tabulated in three different
ways: Negro choices, white choices, and total choices.
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TABLE X-6

DIFFERENTIAL RACIAL EFFECTS OF FACTOR SCORE QUARTILES
ON INTELLECTUAL ORIENTATIONS- ,

Climate Dimensions

Weighted Factor Climate Effect Measures
Standardized to a Dichotomy

Negro
Respondents

White
Respondents N-W

Absence of
Academic Emulation -.075 -.025 .050

Absence of
Intell.-Estheticism -.093 -.047 .046

III. Cohesive and Egalitarian
Estheticism .084 .139 -.055

IV. Absence of Scientism -.103 -.083 .020

V. Humaaistic Excellence .072 .020 .052

responsive to non-status climate dimensions with respect to intellectual values

than their white counterparts.12

In addition to the Negroes having higher scores on the intellectualism

scale than the whites, they are more prone to view intellectualism as an impor-

tant criterion for status. For example, the mean rank among Negroes of "knowing

a great deal about intellectual matters" (Q. 162) is higher than that for whites.

Perhaps more important is that Negroes rank "being an athletic star (boys)

(0f. 161) and "being a cheerleader" (girls) as less important for social recogni-

tion than do the whites. Another relevant datum is that 68.3 percent of the

-
12In School 17, where 6.1 percent of the student body was Negro, the research

staff, in two days of observation, noted a well-defined and institutionalized,

segregated seating pattern in the cafeteria. Similar but less marked patterns

were observed in other schools.

13However, both groups rank this item as the least important of the six. The

mean Negro rank is 4.572 and that of whites is 4.933 where a rank of "1" is most

important.

"''',"4"maramlnyndlruiv;
_
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Negroes consider that being a teacher's assistant in class "would be something
to be proud of" (Q. 155) while 53.9 percent of the whites take such a position.
These results clearly indicate that the Negroes profess more adherence to intel-
lectualism than the whites.

Finally, the Negroes demonstrate more academic diligence and are less re-
stricted by peer group pressures: 72.5 percent of the Negroes as contrasted with
only 52.3 percent of the whites spend at least one and one-half hotIrs daily on
homework outside of school (Q. 24). Asked about having to decide between them-
selves end the group, 31.5 percent of the Negroes as contrasted with only 19.3
percent of the whites responded "I always decide for myself" (Q. 139).

It has been demonstrated rather conclusively that the Negro students are
an out-group in these predominantly white schools. They also profess a greater
adherence to intellectualism; they view intellectualism to be more important as
a criterion for status; they claim to expend more effort in academic matters;
and they contend they are less responsive to the pressures for conformity from
the immediate peer group. Because they are outside of the dominant student sta-
tus systems of the schools which generally do not reward intellectualism, the
Negro students, Lt is argued, are more responsive to variations in non-status-
related school climates and less responsive to variations in status-related cli-
mates with regard to their personal values toward intellectualism than are whites.

In the presentation of data for Hypothesis II 0) and II (b), it has been
found that in both instances the results are inconsistent with the predictions.
For both dependent variables the Negro students have higher scores, This would
suggest that, overall, they have more ego investmeni: in both college attendance
and intellectualism. Yet, with respect to the former attribute, they are less
conforming or responsive to the school climate than the whites, while for the
latter attribute they are more conforming. Obviously, the degree of ego involve-
ment cannot be the sole determinant of responsiveness. In this connection, two
incisive points by Jahoda (1959) should be emphasized. First, conformity-inde-
pendence with respect to any social-psychological phenomenon is a complex multi-
dimensional criterion, and the various dimensions need to be taken into account
in research in this area. Secondly, it does not make sense to speak of indepen-,
dent or conforming persons, only of persons' independent actions or views. That
is, actions or attitudes of individuals should be considered as the unit of study,
not individuals. Both of her points have been taken into account in attempting
to explain Negro-white differences with respect to climate effects on college
plans and intellectual values. One final point should be noted with respect to
Hypothesis II (b): The data are totally inconsistent with Frazier's contention
(1962) that Negro academic ambition is founded in goals of middle-class respecta-
bility and not in the goals of learning for its own sake. Even though there
appears to be some inflation of Negroes' intellectual values (as will be shown
in a later chapter), this inflation is not great enough to 'account for the incon-
sistency between the present data and Frazier's argument. One possible explana-
tion for the disparity is that the Negro students attending white high schools
are not representative of the Negro middle-class students in segregated institu-
tional settings whom Frazier was describing.

In Hypothesis III it is predicted that whites experience stronger climate
effects upon their academic achievement than do Negroes:



Hypothesis III:
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The relationship between the
climate dimensions and math
achievement is less pronounced
among Negroes than amore; whites.

s ia 7.44 .4,z' kt: t kakl= a s

As demonstrated by the data of Table X-7, the differential climate effects
for the two gromps are similar to those on college plans. They are substantively
significant in that for all five dimeaaions whites experience algal stronger
effects. Thus the findings are consistent with the hypothesis, but the authors
are guilty of "high treason: to be right for the wrong reason." (Jahoda, 1959,
p. 100)14

In the recent national survey, (Coleman, et al., 1966, Chapt. 3), it was
shown that minority-group achievement depends more on the school attended (i.e.,
whether the school environment is supportive of academic achievement) than does
majority-group performance. The discrepancy in findings between the two studies
can be explained partly by the diversity or heterogeneity of the national sample.
The 327, Negro students in this study are a select group in comparison with Negro
students in general. For example, they are more intellectually sophisticated
and come from families of higher SES. Furthermore, the present sample of Negroes
is comparable to the whites in terms of ability and certain indicators of family
SES. Thus, many of the ability and family background differences which exist
between the races in the national' survey are not present here. In other words,
the academic calibre of the school is more important for students when they are
from deprived backgrounds:, However, the background differences between the
whites and Negroes here are greatly restricted because of the method of selecting
the two groups.

Summary and Discussion

The 327 Negro students and 327 whites in the matched sample have been com-
pared with the combined populations of 14,827 students in the fifteen high schools
from which they were selected. The matched sample was shown to be scholastically
inferior, both in terms of ability and achievement measures, to the combined school
populations. They also come from family backgrounds characterized by lower SES,
larger nuAnbers of siblings, and more frequent "non-normal" family structures than
the populations. It seems clear that the academic inferiority of the matched
sample is primarily a function of the lower structural integrity and lower SES of
their families. Solid support for this interpretation is found In the results of
earlier research.

14
Since levels of "probability of success" and "social threat" are not con-

trolled, it was predicted that whites would be more responsive to climate varia-
tions with respect to achievement than would Negroes. In Chapter XII, where
Hypothesis IV (which predicts that controlling the effects of these two individual
factors will cause the differences to disappear) is examined, it is shown that
the rationale for Hypotheses III and IV is not supported by the data.

vmcaracim7arAarreMerra 774._7777
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TABLE X-7

DIFFERENTIAL RACIAL EFFECTS OF FACTOR SCORE QUARTILES
ON MATHEMATICS ACHIEVEICNT

.IMININ11FOIMMINNOIIME0,1.41. ..., .c.mealaremomr...
NIII....0.111.00'1111,11701,11MI.11.110.011...=1111..111111

Climate Dimensions

Weighted Factor Climate Effect Measures
Standardized to a Dichotom

Negro
Respondents

White
Respondents N-W

I. ,Absence of

arramist

Academic Emulation -.107 -.110 -.003

II. Absence of
Intell. - Estheticism -.090 -.113 -.023

III. Cohesive and Egalitarian
Estheticism .100 .156 -.056

IV. Absence of Scientism -.080 -.112 -.032

V. Humanistic Excellence .103 .107 -.004

illawlMINOmelmOmmowIMPOluomemo animemsoevalwolt.1001.,

Earlier research and limited indirect evidence in the present analysis
suggest that the Negro students being studied here, who attend predominantly white
schools, are different from Negro students attending segregated schools in that
both they and their parents have a "pioneering" or "trailblazing" attitude re-
garding academic matters.

It has been shown that a significantly larger proportion of the Negroes in
the matchqd salseie uave college plans and high scores on the intellectualsim
ace le. Part of .:his aifference may be attributable to inflated aspirations (i.e.,

certaie jacle of realism) on the part of Negro students with respect to both of
these factors. Ic hao also been found that the whites have slightly higher scores
ea elia math test (.10>p:>.05) . In light of the inability to match the groups on
a number o family background characteristics, it is somewhat surprising the dif-
erences in achievement are not greater.

With respect to examining the first working hypothesis, the data shot that just
as is true for the entire school populations, each of the school climate dimensions
has an effect on college plans, intellectual orientations, and math achievement in
the expected direction for both racial groups.

Pulling together the results for examining the differential climate effects
on the academic behavior of Negroes and whites (Hypotheses II and III), the evi-
dence indicates that white students are slightly but consistently more responsive
to climate variations than are Negroes (specifically eleven out of fifteen
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comparisons). This finding suggests that racial integration is not a sufficient

condition for social integration of the minority group. Once admitted to the

previously all-white school, the Negro may compete with his white peers in the

classroom and on the athletic field. however, success in either or both of these

areas does not necessarily admit the Negro to the white status oyatem of the

school or its related socifkl activities. The racial differences in climate ef-

fects observed in the present chapter suggest that the processes of racial inte-

gration and social isolation or exclusion operate simultaneously with respect

to the academic behavior of Negro students in the matched sample.

The next chapter containsas examination of outside school influences upon

Negro-white differences on the dependent attributes, as well as'upon racial dif-

ferences in climate effects.

4.--
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CHAPTER XI

OUTSIDE-SCHOOL INFLUENCES

Introduction

In the previous chapter, a preliminary examination of racial dissimilarities
and of differential racial climate effects was conducted. By considering outside-
school influences in the present chapter, an examination is being made of the in-
fluence of the variables on which matching was not possible. Specifically, the
outside-school variables are all family-related characteristics. It is most im-
portant to assess the influence of these variables, since differences between the
two groups on the dependent attributes could be a function of uncontrolled varia-
tion on familial characteristics which earlier research has shown to be related
to academic behavior.

Family Size

Introducing number of siblings as a control or "test" variable (see Table
XI-1) tends to slightly intensify Negro-white differences in college plans and
intellectual orientations and reduces by almost one-half the differences in aca-
demic achievement. Furthermore, number of sibs specifies the original relation-
ships between race and each of the attributes in the following manner: Among
students with few sibs the differences between whites and Negroes are more pro-
nounced with respect to college plans, and the differences in achievement level
Almost totally disappear. Thus, when Negroes come from small families (of a size
fairly typical of whites in the larger society), their educational plans and in-
tellectual orientations are higher than whites of c, sparable ability, and their
achievement level equals that of whites.

As family size increases, the proportion "high" on each of the dependent
attributes is decreased, without exception, for both races. This finding is con-
sistent with Nisbet's proposition (1961) that number of sibs affects the family
environment (by which he means the contact between adult and child) which, in
turn, affects the child's academic achievement. Nisbet's thesis is that being a
member of a large family results in the child's having fewer contacts with adults
and, therefore, less opportunity to learn adult speech and thought patterns which
are essential for high achievement.

Given the finding that number of sibs intensifies the effects of race upon
college plans and intellectual orientations and reduces its effects on achieve-
man's, what influence does number of sibs have upon the differential racial cli-
mate effects originally shown in Tables X-5, X-6, and X-7? As shown in Table
XI-2, climate effects on educational plans with number of sibs controlled are not
appreciably changed. The direction of effects for both races remains unchanged.
Each of the five effects for Negroes is slightly reduced, while for whites they

V1111101111111111IIIIMIIIMP11411..ta/MON..AMIIIIMMO

1
See Table'X-2 for the zero-order effects of race on the dependent attributes.
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are basically unaffected. Because the climate effects on Negro plans are re-
duced, there is a tendency, on all five factors, for the climate differences to
be slightly intensified. For Negroes, number-of sibs is more highly associated
with college plans than are four of the five factors. The obverse is true for
whites: In each instance, the climate dimension is more strongly related to
college plans.0an is number of sibs. These results are one more indication of
the important influence of family structure on.the academic behavior of Negroes.

Controlling number of sibs does not disturb the relationships between cli-;
mate dimensions and intellectual orientations (See Table XI-3). The effects for
both groups remain in the direction predicted by the content of the factor. Fur-
thermore, the original differences shown in Table X-6 are almost identical in
magnitude with those of Table XI-3. It should be noted that number of sibs does
not make an important contribution to variation in intellectual orientations of
either race with the climate dimensions controlled. In fact, the effects for
Negroes approach zero.

Turning to climate effects on math performance (Table XI-4)- with number of
sibs held constant, the relationships are of approximately the same magnitude
and in identical directions as the zero-order climate effects in Table X-7. With
respect to all five factors, controlling family size tends to reduce the climate
effects on Negro achievement more than effects on whites. Thus, everywhere there
is a very slight intensification of the original racial differences. The con-
tribution of family size with climate controlled is greater for Negroes than for
whites. The same point held true for variation in college plans (See Table XI-2).

Closely related to number of siblings is birth order. Although the two
groups could not be matched on birth order, it was felt that this characteristic- -

because it is a function of family size--would be adequately controlled by holding
constant number of sibs. However, previous research points so strongly to the
importance of birth order2 (the scholastic superiority of first-born and only
children) that the variable is introduced here. As Table XI-5 shows, birth order
has essentially the same type of effects as number of siblings but less impact.
The original effects of race on educational plans and intellectual orientations
(See Table X-2) are only minutely intensified, and its effects on achievement
are very slightly reduced. Thus, it appears that the original decision to discard
birth order in favor of"number of siblings was justified.

To summarize the effects of family size: The variable exerts some influence
on social differences, but no more than a trivial influence upon differential
racial climate effects. Specifically, controlling number of sibs intensifies the
effects of race on educational plans and intellectual orientations, while it
diminishes the effects of race on achievement. In contrast, the Negro-white cli-
mate differences with number of sibs controlled are essentially the same as the
zero-order differential racial climate effects upon the three dependent attributes.
With respect to family size, it appears that outside-school influences modify aca-
demic behavior but do little to the effects of school climate on such behavior.

2
See, for example, Bernstein (1961), Elder (1965), Weitz and Wildinson (1957),

and Schacter (1963).
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XI-8

Family Normality

7Z-'t!-T/

While the family background characteristics which were combined into the
familial normality index are important in their own right in that they contrib-
ute to the prediction of scholastic behavior (Bell and Vogel, 1960), they are
of especial importance, theoretically speaking, to an analysis of Negro-white
differences because of tha traditionally unstable structure of the Negro family.
In the matched sample,'-for instance, 61.5 percent of the Negroes and only 41.0
percent of the whites come from non-normal families.

The racial differences on the dependent attributes with familial normality
held constant are shown in Table XI-6. The zero-order racial differences on edu-
cational plans are unaffected and tt.:3e on intellectual orientations and mathe-
matics achievement are slightly decreased. However, the pattern of_relationships
is not systematic. For both groups, normality increases achievement but decreases
intellectual orientations; and normality decreases Negro college plans whLle it
increases those of whites. The relationships support a point intimated earlier,
i.e., Negro college plans and intellectual values are somewhat inflated, and the
same holds true for the intellectual values of whites. For the present, atten-
tion is merely drawn to these anomalies. More careful consideration is given to
them below.

When normality is introduced as a test variable between climate and educa-
tional plans (Table XI-7), little change from earlier results is obtained. The
effects for each racial group and the differential racial effects are consistent
with the original differences of Table X-5. There is some tendency for the mag-
nitude of the effects 'to fluctuate, but this does not follow any systematic pat-
tern. Normality, with climate controlled, contributes more to the prediction of
white than of Negro college plans. In fact, the effects for Negroes are every-
where negative. This finding is consistent with the zero-order effects of nor-
mality on educational plans of Negroes as contrasted with whites (See Table XI-6).
A larger percentage of Negro students from families lacking structural integrity
have college plans than those from normal families. Their educational plans
which are clearly inflated (and thus are "aspirational" as well as "intentional")
seem to function as a compensatory mechanism for the social deprivation reflected
in their family background.

As shown in Table XI-8, controlling familial normality has little impact on
the differential racial climate effects on intellectual orientations. Forboth
groups, climate effects remain in the predicted direction. Also, for both racial
groups, normality has negative effects on intellectualism; and it is systemati-
cally the case that the effects of normality on Negro intellectual values are
more strongly negative than those for whites.

With the influence of familial normality removed, climate effects on math
achievement remain roughly the same (See Table XI-9). All racial and differential
racial effects are consistent with the results shown in Table X-7. Negroes ex-
perience considerably stronger familial normality effects on their achievement
than do whites. Also, as was true for number of siblings, familial normality has
more impact on the achievement of Negroes than the various aspects of school en-
vironment, while the opposite is true for whites. This point again demonstrates
the heightened effects of family deprivation on the achievement level of Negroes.

"Irmgerre513272.11, TerA7-1,elrierT77,717,71,77774777,1,

4

1



T
A
B
L
E
 
X
I
-
6

E
F
F
E
C
T
S
 
O
P
 
R
A
C
E
 
A
N
D
 
F
A
M
I
L
I
A
L
 
N
O
R
M
A
L
I
T
Y
 
O
N
 
T
H
E
 
D
E
P
E
N
D
E
N
T
 
A
T
T
R
I
B
U
T
E
S

D
e
p
e
n
d
e
n
t
 
V
a
r
i
a
b
l
e

F
a
m
i
l
i
a
l

N
o
r
m
a
l
i
t
y

N
e
g
r
o

R
e
s
p
o
n
d
e
n
t
s

W
h
i
t
e

R
e
s
p
o
n
d
e
n
t
s

E
f
f
e
c
t
 
M
e
a
s
u
r
e
s
a

R
a
c
e

F
a
m
i
l
i
a
l

N
o
r
m
a
l
i
t
y

N
o
n
-
n
o
r
m
a
l

4
3
.
3
7
.

2
3
.
9
7
.

P
e
r
c
e
n
t
a
g
e
 
p
l
a
n
n
i
n
g
 
t
o
 
g
o
 
t
o

c
o
l
l
e
g
e

(
2
0
1
)

(
1
3
4
)

a
'
=
 
.
1
0
7

a
'
=
 
.
0
3
0

N
o
r
m
a
l

3
7
.
3
%

3
5
.
8
%

(
.
0
1
:
7
J
o
p
:
.
0
0
1
)

(
.
3
0
;
=
p

(
1
2
6
)

(
1
9
3
)

N
o
n
-
N
o
r
m
a
l

6
3
.
2
%

4
4
.
8
%

P
e
r
c
e
n
t
a
g
e
 
h
i
g
h
 
o
n
 
P
e
r
s
o
n
a
l

(
2
0
1
)

(
1
3
4
)

a
.
'
 
=
 
.
1
6
5

a
'
=
 
-
.
0
8
9

O
r
i
e
n
t
a
t
i
o
n
 
T
o
w
a
r
d
 
I
n
t
e
l
-

.

l
e
c
t
u
a
l
i
s
m
 
s
c
a
l
e

N
o
r
m
a
l

5
2
.
4
7
.

3
7
.
8
7
.

(
.
0
0
1
>
p
)

(
.
0
2
>
p
 
:
7
.
0
1
)

1.
4

(
1
2
6
)

(
1
9
3
)

%
.0

N
o
n
-
N
o
r
m
a
l

4
9
.
8
7
.

5
6
.
7
7
.

P
e
r
c
e
n
t
a
g
e
 
w
i
t
h
 
h
i
g
h
 
M
a
t
h
e
m
a
t
i
c
s

t
e
s
t
 
C
-
s
c
o
r
e
s

(
2
0
1
)

(
1
3
4
)

a
i
'

=
 
-
.
0
4
6

g
1
.
1
.
-
=
 
.
0
7
3

N
o
r
m
a
l

5
9
.
5
7
.

6
1
.
7
%

(
 
.
2
0
>
p
 
:
7
.
.
1
0
)

(
.
0
4
>
p

0
3
)

(
1
2
6
)

(
1
9
3
)

a
E
f
f
e
c
t
m
e
a
s
u
r
e
s

b
T
h
e
 
s
i
g
n
 
o
f
 
a
4
'

w
h
i
t
e
s
 
a
r
e
 
h
i
g
h
e
r
.

o
f
 
d
i
c
h
o
t
o
m
o
u
s
 
v
a
r
i
a
b
l
e
s
 
a
r
e
 
w
e
i
g
h
t
e
d
.

11
1.

11
11

10
11

11
11

1

i
s
 
p
o
s
i
t
i
v
e
 
w
h
e
n
 
N
e
g
r
o
e
s
 
a
r
e
 
h
i
g
h
e
r
 
o
n
 
t
h
e
 
d
e
p
e
n
d
e
n
t
 
v
a
r
i
a
b
l
e
 
a
n
d
 
n
e
g
a
t
i
v
e
 
w
h
e
n

r-
"1

"7
7.

77
n1

74
.7

.1
; T

r.
14

77
2:

17
19

1I
m

r

to a

y
w
o
r
,
,
,
f
r
p
m
r
T
r
e
m
r
g
A
s
Y
i
m
t
n
r
l
'
"
.
,
v
'
t
r
m
7
s
r
N
'
A
t
r
r
-
'
5
r
P
r
4
r
7
T
7
'
M
7
r
g
m
7
t
t
7
i
r
F
g
f
q
t
s
W
'
A
W
M
R
P
Y
M



T
A
B
L
E
 
X
I
-
7

D
I
F
F
E
R
E
N
T
I
A
L
 
R
A
C
I
A
L
 
E
F
F
E
C
T
S
 
O
F
 
F
A
C
T
O
R
 
S
C
O
R
E
 
Q
U
A
R
T
I
L
E
S
,
 
W
I
T
H
 
F
A
M
I
L
I
A
L
 
N
O
R
M
A
L
I
T
Y

C
O
N
T
R
O
L
L
E
D
,
 
O
N
 
C
O
L
L
E
G
E
 
P
L
A
N
S

C
l
i
m
a
t
e
 
D
i
m
e
n
s
i
o
n
s

a-

I
.

A
b
s
e
n
c
e
 
o
f

A
c
a
d
e
m
i
c
 
E
m
u
l
a
t
i
o
n

I
I
.

A
b
s
e
n
c
e
 
o
f

I
n
t
e
l
l
.
-
E
s
t
h
e
t
i
c
i
s
m

I
I
I
.
 
C
o
h
e
s
i
v
e
 
a
n
d
 
E
g
a
l
i
t
a
r
i
a
n

E
s
t
h
e
t
i
c
i
s
m

I
V
.

A
b
s
e
n
c
e
 
o
f
 
S
c
i
e
n
t
i
s
m

V
.

H
u
m
a
n
i
s
t
i
c
 
E
x
c
e
l
l
e
n
c
e

C
o
n
t
r
o
l
 
V
a
r
i
a
b
l
e
s
a

(
a
i
N
'
)

(
'
)

a
i
w

F
a
m
i
l
i
a
l
 
N
o
r
m
a
l
i
t
y

(
-
.
0
5
4
)

(
.
0
8
2
)

F
a
m
i
l
i
a
l
 
N
o
r
m
a
l
i
t
y

(
-
.
0
5
5
)

(
.
0
8
1
)

F
a
m
i
l
i
a
l

(
-
.
0
2
8
)

F
a
m
i
l
i
a
l

(
-
.
0
5
5
)

N
o
r
m
a
l
i
t
y

(
.
1
0
8
)

N
o
r
m
a
l
i
t
y

(
.
0
8
5
)

F
a
m
i
l
i
a
l
 
N
o
r
m
a
l
i
t
y

(
-
.
0
5
4
)

(
.
0
8
0
)

P
r
i
"
7
"
f
i
r
-
,
!
6
2
,
7
7
7
1
"
r
i
f
w
w
"
I
'
a
r
g
r
i
l
i
r
m
,

W
e
i
g
h
t
e
d
 
F
a
c
t
o
r
 
C
l
i
m
a
t
e
 
E
f
f
e
c
t

M
e
a
s
u
r
e
s
 
S
t
a
n
d
a
r
d
i
z
e
d
 
t
o
 
a
 
D
i
c
h
o
t
o
m
y

N
e
g
r
o

R
e
s
p
o
n
d
e
n
t
s

-
.
1
1
9

-
'
.
1
3
9

.
1
7
9

-
.
1
4
3

.
1
2
2

W
h
i
t
e

'

R
e
s
p
o
n
d
e
n
t
s

-
.
2
3
0

-
.
1
6
5

.
3
0
3

-
.
1
5
8
-

.
2
'
6 ..1

01
11

11
11

=
11

11
11

11
11

11

-
.
1
1
1

-
.
0
2
6

-
.
1
2
4

-
.
0
1
5

-
.
1
0
4

4
T
h
e

a
'
a
n
d
 
a

'
a
r
e
 
w
e
i
g
h
t
e
d
 
e
f
f
e
c
t
 
m
e
a
s
u
r
e
s
 
o
f
 
t
h
e
 
c
o
n
t
r
o
l
 
v
a
r
i
a
b
l
e
s
 
f
o
r
 
N
e
g
r
o
e
s
 
a
n
d
 
w
h
i
t
e
s
,

r
e
s
p
e
c
t
i
v
e
l
y

f
W

"'
"1

7t
1:

9,
"1

"7
""

r"
.7

7"
.. 

'"
,"

"!
,7

11
7M

17
7,

77
47

M
,"

fr
i"

nr
,"

.4
5.

57
19

f7
,7

rt
rr

, M
IT

Ir
ld

rT
in

er
cr

rn
p.

7.
,::

rn
om

or
m

tr
rm

ir
rm

ni
w

pw
rp

ri
ns

tq
ff

11 O

10
.1

74
11

17



11
11

11
11

IM
M

I

T
A
B
L
E
 
X
I
-
8

D
I
F
F
E
R
E
N
T
I
A
L
 
R
A
C
I
A
L
 
E
F
F
E
C
T
S
 
O
F
 
F
A
C
T
O
R
 
S
C
O
R
E
 
Q
U
A
R
T
I
L
E
S
,
 
W
I
T
H
F
A
M
I
L
I
A
L
 
N
O
R
M
A
L
I
T
Y

C
O
N
T
R
O
L
L
E
D
,
 
O
N
 
I
N
T
E
L
L
E
C
T
U
A
L
 
O
R
I
E
N
T
A
T
I
O
N
S

C
l
i
m
a
t
e
 
D
i
m
e
n
s
i
o
n
s

I
.

A
b
s
e
n
c
e
 
o
f

A
c
a
d
e
m
i
c
 
E
m
u
l
a
t
i
o
n

I
I
.

A
b
s
e
n
c
e
 
o
f

I
n
t
e
l
l
.
-
E
s
t
h
e
t
i
c
i
s
m

I
I
I
.
 
C
o
h
e
s
i
v
e
 
a
n
d
 
E
g
a
l
i
t
a
r
i
a
n

E
s
t
h
e
t
i
c
i
s
m

I
V
.

A
b
s
e
n
c
e
 
o
f
 
S
c
i
e
n
t
i
s
m

V
.

H
u
m
a
n
i
s
t
i
c
 
E
x
t
a
l
l
e
n
c
e

W
e
i
g
h
t
e
d
 
F
a
c
t
o
r
 
C
l
i
m
a
t
e
 
E
f
f
e
c
t

C
o
n
t
r
o
l
 
V
a
r
i
a
b
l
e
s
a

M
e
a
s
u
r
e
s
 
S
t
a
n
d
a
r
d
i
z
e
d
 
t
o
 
a
 
D
i
c
h
o
t
o
m
y

(
a
i
u
'
)

(
a
i
u
'
)

F
a
m
i
l
i
a
l

(
-
.
1
0
3
)

F
a
m
i
l
i
a
l

(
-
.
1
0
3
)

F
a
m
i
l
i
a
l

(
-
.
0
8
9
)

F
a
m
i
l
i
a
l

(
-
.
0
9
9
)

F
a
m
i
l
i
a
l

(
-
.
1
0
3
)

N
o
r
m
a
l
i
t
y

(
-
.
0
5
9
)

N
o
r
m
a
l
i
t
y

(
-
.
0
5
9
)

N
o
r
m
a
l
i
t
y

(
-
e
0
4
9
)

N
o
r
m
a
l
i
t
y

(
-
.
0
6
0
)

N
o
r
m
a
l
i
t
y

(
-
.
)
6
0
)

N
e
g
r
o

R
e
s
p
o
n
d
e
n
t
s

-
.
0
7
1

-
.
1
0
2

.
0
6
7

-
.
1
0
5

.
0
6
7

W
h
i
t
e

R
e
s
p
o
n
d
e
n
t
s

N
-
W

-
.
0
4
0

-
.
0
4
5

.
1
4
7

-
.
0
8
4

.
0
3
7

4-
'1

 '.
=

O
W

.0
31

.0
57

-.
08

0

.0
21

.0
30

a
T
h
e

a
'
a
n
d
 
a
i
W

'
a
r
e
 
w
e
i
g
h
t
e
d
 
e
f
f
e
c
t
 
m
e
a
s
u
r
e
s
 
o
f
 
t
h
e
 
c
o
n
t
r
o
l
v
a
r
i
a
b
l
e
s
 
f
o
r
 
N
e
g
r
o
e
s
 
a
n
d
 
w
h
i
t
e
s
,

r
e
s
p
e
c
t
i
v
e
l
§
1

z
L



T
A
B
L
E
 
X
I
-
9

D
I
F
F
E
R
E
N
T
I
A
L
 
R
A
C
I
A
L
 
E
F
F
E
C
T
S
 
O
F
 
F
A
C
T
O
R
 
S
C
O
R
E
 
Q
U
A
R
T
I
L
E
S
,
 
W
I
T
H
 
F
A
M
I
L
I
A
L
 
N
O
R
M
A
L
I
T
Y

C
O
N
T
R
O
L
L
E
D
,
 
O
N
 
M
A
T
H
E
M
A
T
I
C
S
 
A
C
H
I
E
V
E
M
E
N
T

C
l
i
m
a
t
e
 
D
i
m
e
n
s
i
o
n
s

C
o
n
t
r
o
l
 
V
a
r
i
a
b
l
e
s
a

(
a
i
N
I
)

W
e
i
g
h
t
e
d
 
F
a
c
t
o
r
 
C
l
i
m
a
t
e
 
E
f
f
e
c
t

M
e
a
s
u
r
e
s
 
S
t
a
n
d
a
r
d
i
z
e
d
 
t
o
 
a
 
D
i
c
h
o
t
o
m
y

N
e
g
r
o

W
h
i
t
e

R
e
s
p
o
n
d
e
n
t
s

R
e
s
p
o
n
d
e
n
t
s

1
A
N
-
W

I
.

A
b
s
e
n
c
e
 
o
f

A
c
a
d
e
m
i
c
 
E
m
u
l
a
t
i
o
n

I
I
.

A
b
s
e
n
c
e
 
o
f

I
n
t
e
l
l
.
-
E
s
t
h
e
t
i
c
i
s
m

I
I
I
.
 
C
o
h
e
s
i
v
e
 
a
n
d
 
E
g
a
l
i
t
a
r
i
a
n

E
s
t
h
e
t
i
c
i
s
m

I
V
.

A
b
s
e
n
c
e
 
o
f
 
S
c
i
e
n
t
i
s
m

V
.

H
u
m
a
n
i
s
t
i
c
 
E
x
c
e
l
l
e
n
c
e

F
a
m
i
l
i
a
l

(
.
1
0
4
)

F
a
m
i
l
i
a
l

(
.
1
0
5
)

F
a
m
i
l
i
a
l

(
.
1
2
0
)

F
a
m
i
l
i
a
l

(
.
1
0
5
)

F
a
m
i
l
i
a
l

(
.
1
0
5
)

N
o
r
m
a
l
i
t
y

(
.
0
4
7
)

N
o
r
m
a
l
i
t
y

(
.
0
4
8
)

N
o
r
m
a
l
i
t
y

(
.
0
6
3
)

N
o
r
m
a
l
i
t
y

(
.
0
4
9
)

N
o
r
m
a
l
i
t
y

(
.
0
4
7
)

-
.
0
8
7

-
.
0
8
9

.
0
9
3

-
.
0
8
5

.
0
8
1

-
.
1
0
4

-
.
1
0
0

.
1
6
5
.

-
.
0
8
6

.
1
0
2

-
.
0
1
7

-
.
0
1
1

-
.
0
7
2

-
.
0
0
1

-
.
0
2
1

a
T
h
e
 
a
t
e
'
 
a
n
d

a
i
w
'
 
a
r
e
 
w
e
i
g
h
t
e
d
 
e
f
f
e
c
t
 
m
e
a
s
l
r
e
s
 
o
f
 
t
h
e
 
c
o
n
t
r
o
l
 
v
a
r
i
a
b
l
e
s
 
f
o
r
 
N
e
g
r
o
e
s
 
a
n
d
 
w
h
i
t
e
s
,

r
e
s
p
e
c
t
i
v
e
l
y
.

ar
ct

ow
nw

rI
tz

m
no

m
ov

ve
tw

xf
iti

m
or

w
w

w
w

xe
re

m
tr

ev
vi

ltr
o.

A
w

re
r.

T
c5

no
w

A
nr

ir
rt

,,x
,7

:r
re

vI
V

A
IN

,I
V

M
ST

rr
itt

m
r,

Pr
."

M
M

IT
.r

rt
V

ilf
ir

rA
w

nt
rr

tn
ro

gr
kl

ir
tr

T
ro

it.
74

7.
1r



1

I

114,601grivylimaiwmda.6.4.sfiljauba, e

XI-13

Socioeconomic Status

Before summarizing the influence of the variables for which matching provedunsuccessful, one additional factor deserves consideration. Matching on SES
was accomplished using father's education as the primary measure. However, itwas shown that the two groups are not comparabon father's

occupation or in-come. The disparities were explained as functiohs of discrimination againstNegroes in the occupational market'. Since discrimination creates a lower stand-
ard of living for the Negro families, it is important to attempt an assessmentof the effects of this on racial differences on the three dependent attributes.The relevant data are given in Table XI-10.3 Holding constant father's occupa-tion has no appreciable influence on the zero-order effects of race on the threeattributes. However, father's occupation has effgcts in the expected directionon the dependent attributes with race controlled. Finally, it is especially
noteworthy that among students from white- collar backgrounds, the achievement
level of Negroes slightly exceeds that of whites.

Table XI-11, to be discussed in detail momentarily, presents the racial dif-ferences on the three attributes with the two family structural variables simul-taneously controlled. A comparison of the effects of these characteristics withthose of father's occupation reveals that the two combined account for more vari-ation than does father's occupation. Thus it appears that standard of living, orstyle of life, is indirectly yet adequately controlled by the structural integrityof the family,

Controlling simultaneously number of sibs and family normality permits anestimate of the racial effects upon the dependent attributes if matching on thesetwo background characteristics had been possible (see Table XI-11). The effectsof race on college plans are again intensified while its influence on intellectual
orientations is slightly reduced. The racial effects on both attributes are sta-tistically significant. However, the most important finding in the table is thatcontrolling for the two background characteristics

simultaneously reduces theracial differences on mathematics achievement from -.061 to -.017--a substantivelyas well as statistically insignificant difference.

The next logical step would be to continue from racial effects to differen-tial racial climate effects. However, simultaneously controlling number of sibsand familial normality in an examination of climate effects upon the three attri-butes adds nothing to the results alre#dy presented. For this reason, no tabularpresentation of these results is made.

3
One could argue that family income would be a more appropriate test variablehere. However, as noted earlier, a large number of students could not make avalid assessment of the annual income of their households.
4
This also holds true, with one minor exception, within both racial groups.Among whites, the percentage with high math scores decreases slightly between theblue-collar and white-collar categories. All other within-race comparisons arein the expected direction,
5
Because of the limited sample size, it was necessary to dichotomize the cli-mate dimensions in order to introduce simultaneously number of sibs and flmilialnormality.
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XI-16

Thus far; the analysis of familial effects has concentrated upon variables
which are "accidents of birth." Parental attitudes on differential racial cli-
mate effects will be considered before closing this section of the analysis.

How do parental attitudes modify the school climate effects upon academic
behavior? The only available data relating to this question are for college
plans. Parental attitudes are measured by responses to the following items (Q's
271-272): "How does each of your parents feel about your decision with respect
to college?" Comparable questions concerning parental attitudes toward intel-
lectual orientations and academic achievement were not included in the question-
naire. Thus, it is necessary to limit the present discussion to a considera-
tion of college plans.

In Table XI-12, paternal encouragement is introduced as a test variable in
the relationship between climate and college plans for Negroes and whites. In
every instance the climate effects are educed for both groups. Nevertheless,
whites remain more sensitive to climate than Negroes. The effects of paternal
encouragement are much stronger for both racial groups than are the climate
dimensions. Finally, and of particular importance, the influence of paternal
encouragement is greater for whites than for Negroes.

The corresponding tabulations for maternal encouragement are presented in
Table XI-13. The reduction of climate effects among whites is sufficiently
greater than that among Negroes to result in Negroes having a yea slight ten-
dency to experience stronger climate effects for Factors II, III, and IV. Final-
ly, it may be observed that maternal encouragement has a greater independent ef-
fect on the college plans of whites than on those of Negroes.

Summary and Conclusions

What are the effects of the familial variables on the preliminary relation-
ships obtained in the preceding chapter? And what conclusions can be drawn from
these findings?

The control of family background characteristics has the following in-
fluences upon the racial (i.e., non-climate) differences in academic behavior.
The difference in college plans favors Negroes even more than the zero-order
effects presented in Table X-2; the difference in intellectual orientations
favors Negroes to roughly the same degree as that observed at the zero-order
level; and the control of family structural variables reduces the racial differ-
ences in achievement to a point of substantive inaignificance.

Secondly, the control of family background characteristics has only a neg-
ligible influence on the original differential racial climate effects on the
three attributes. However, the effects of various family background character-
istics, with the climate dimensions controlled, are generally greater for Negroes
than for whites.

.%

6
Particularly with respect to intellectual orientations, it would have been

difficult to construct an appropriate item in the student questionnaire.
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Thirdly, the control of either paternal or maternal encouragement toward
college (as perceived by the respondent) produces a greater reduction in white
than in Negro climate effects, resulting in a reduction in the original differ-
ential racial climate effects on college plans. Also, with the various climate
dimensions controlled, parental encouragement has more impact on the college
plans of whites than on those of Negroes.

What implications of substantive relevance can be drawn from the above
results? Attention here is focussed on two implications.

First, the familial resources of the Negro students are appreciably lower
than those of the white populations of the schools. The point being stressed is
so obvious that it might easily be overlooked altogether; yet, "obvious" does
not mean "unimportant." Given 14,500 white students from among which to choose,
it was not possible to find adequate matches for the 327 Negro students with
respect to all personal and family background variables considered. It was not
possible to match on familial characteristics once matching had been accomplished
on other variables. If priority had been given to family structural characteris-
tics, then matching could not have been accomplished on either I.Q. or father's
education. The lack of structural' integrity of the Negro family is of consider-
able significance here. The matriarchal family form, which has its roots in the
era of slavery, is still widespread today. The difficulty of the Negro male in
securing employment and the ease of the Negro female iv obtaining at least domes-
tic work combine to perpetuate this family form. In addition to a substantial
body of existing literature, the findings of this research highlight the impli-
cations of family structure for the academic achievement of Negroes: The dis-
crepancy in achievement level between the two groups (favoring, whites) disappears
when family structural variables are controlled.

Differential'access to socio-economic resources is also evident in the data.
For instance, lt was observed that when the two cohorts were successfully matched
on father's education, discrimination was reflected in lower occupational levels
and income for the Negroes. The combination of these factors results in lower
standards of living, less opportunity of progeny to learn adult behavior patterns,
and other such background deficiencies among Negroes. Therefore, the familial
resources which are important to academic success are more limited for the Negro
students.

The admission of Negroes to predominantly white, high quality high schools
should imply equal opportunity to learn. However, equality of educational oppor-
tunity does not actually exist for these students, for the Negro student is un-
able to bring the same resources to the classroom as does his white counterpart.
In what should be--at least academically- -an, ideal situation, a fundamental in-
equality exists because of the disproportionate background resources for learning,
competing, and achieving.

It is beyond the scope of this research to suggest solutions to this critical
problem; yet, one wonders how long it will take to effect equality of educational
opportunity.'

7
Even the research staff of the recent national survey of education oppor-

tunity (Coleman, et al., 1966) avoided suggesting solutions to racial problems
in education.
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. The second implication of the findings of this chapter is that the most im-
portant variable is color of skin. In the context of family or outside-school
influences, none of the variables seems to account for the academic behavior of
Negro adolescents as well as their racial identification. Regardless of what
variable is controlled, there is a strong tendency for the original racial dif-
ferences in the effects of climate on the three dependent attributes to persist;
the Negro aspires to a college education simply because he is a Negro. What is
being observed here could perhaps be more appropriately viewed as a "community"
influence. The term, as used in the present context, refers to the totality of
Negroes in the U.S. rather than to the local area in which the adolescent lives.
The experiences of 18,860,000 Negroes (1960 census) in the U.S. have been com-
municated to the youth of this minority group and internalised by them so com-
pletely that not even parental influences on educational aspirations are as
strong, relative to whites, as one would expect them to be. As a result, it is
generally observed that the Negroes are not influenced as much by school environ-
ment or parental encouragement as are whites. This is Interpreted to mean that
the community iefluence--as specified above--on academ c behavior is not vitiated
by other experiences. Thus, race is a variable whose effects on educational as-
pirations and intellectual orientations persist regardless of in-school or out-
side-school influences.

No findings to be presented in the remainder of the analysis contradict
these two conclusions; therefore, it is felt they are highly tenable.

In the next chapter, where individual influences are introduced as controls,
working Hypothesis IV is examined.



CHAPTER XII

INDIVIDUAL INFLUENCES

Introduction

In this chapter, attention is focussed on the influence of three individual1

(or social-psychological) variables on racial effects and differential racial
climate effects. Two of these variables are employed as indicators of the con-
cepts "probability of success" and "social threat," which in Chapters II and VIII
were posited as having important consequences for any differences in climate ef-
fects on the achievement level of Negroes and whites. That is, based on earlier
research, it was predicted in Hypothesis III that the effects of discrimination
on Negro students would have adverse psychological consequences (two of which
are their perception of their "probability of success "and their feeling "social
threat" resulting from association and competition with whites) for their achieve-
ment level, leading to a lower achievement responsiveness on their part to varia-
tion in school climates than is the case for whites. It was further predicted
that when the effects of these psychological mechanisms are controlled, the dif-
fBrential achievement response of Negroes and whites to school climate would be
affected:

Hypothesis IV: When levels of probability
of success and social threat
are statistically controlled,
the differential achievement
response of Negroes old whites
Co the climate dimensions should
diminish or tend to disappear.

In Chapter X it was shown that.the data support Hypothesis III; however, it
was contended the data support the hypothesis for the wrong reason. (See Foot-
note 14 of Chapter X.) That is, the rationale for Hypotheses III and IV appears
to be faulty. One of the objectives of this chapter will be to examine the data
for Hypothesis IV and then to elaborate upon the "faulty reasoning" underlying
the predictions in these two working propositions.

Measurement of Probability of Success and Social Threat

These two interrelated social-psychological mechanisms are highly complex
phenomena (Katz, 1964) which are certainly difficult to operationalize in experi-
mental research to say nothing of the operationalization problems encountered in

1
Such individual attributes as sex, year in school, I.Q., and father's edu-

cation are not introduced here because the two racial groups were matched on
these characteristics. Consequently, they could have no meaningful effect on
zero-order racial effects or on differential racial climate effects. Any differ-
ences with these variables controlled would be attributable solely to the lack
of a perfect match on them. (Tabulations were, in fact, made and examined to
verify the logic of this argument. Controlling for the matching variables did
not influence the racial differences on the dependent attributes or the differ-
ences in climate effects for Negroes and whites.)

XII-1
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clinical research. The problem would appear to be'even more difficult in surveyresearch. Nevertheless, there are items available in the student questionnairewhich can serve as it".cators of various aspects of these two concepts as theyare broadly defined 1. Katz (1964). For example, in discussing probability ofsuccess, Katz (1964, p. 383) reasons that if a new student perceives the stand-ards of excellence in a white high school as being higher than those he has pre-viously experienced; he may develop low calf-esteem which, in turn, will lowerhis achievement motivation. Thus, the measure of academic self-esteem describedin Chapter IX is an appropriate indicator of probability of success.

A second indicator of probability of success is sense of control of destiny.14111.1e the concept is not new to sociological and psychological research, it has,until recently, rarely been used in educational research on racial differencesin academic behavior. Coleman, et al. (1966, p. 288) succinctly define the termin this context:

"If a child feels that his environment is capricious, or random,
or beyond his ability to alter, then he may conclude that at-tempts to affect it are not worthwhile and stop trying. Sucha response to one's environment may be quite unconscious, butmerely a general attitude that has developed through long ex-perience. The particular relevance of this factor for groupsthat have been the subject of discrimination is that they
have objectively had much less control of their environment
than have members of majority groups. This has been partic-
ularly true for Negroes."

In discussing social threat, Katz (1964) refers to it as a class of socialstimulus events which tend to evoke anxious expectations that others will inflictharm or pain. Heargues that such a threat should be partly a function of theamount of white hostility on the part of students and/or teachers toward Negrostudents. Rejection by teachers and/or students should result in emotionalresponses such as law self-esteem that are adverse to his intellectual functioningand performance. Thus, self-esteem also serves as an irt!i.--Attor of level of socialthreat. The same argument holds for control of destiry k! Negro students arerejected by the predominantly white environment this 3nould lead to feelings ofdespair and inefficacy.

Even though Hypothesis IV deals only with math achievement at a dependentattribute, the effects of the individual characteristics on the other two depen-dent attributes will be examined in the results presented below.

Effects of Self-Esteem

As noted at several points in this report, prior research has tended to showthat the self-esteem of Negroes is lower than that of whites.. However, the recentnational study by Coleman, et J. (1966, p. 281). revealed no differences betweenNegroes and whites wi.11 respect to academic self-esteem. They conjecture thatthis lack of difference could be attributable to a lack of validity in the re-sponses of Negro students to "paper and pencil" measures of the concept. This isnot to suggest a purposeful distortion by Negro students of such items. Instead,it may be an unconscious inflation on their part as a defense mechanism againstthe experiences of discrimination (Blake, 1960). The results of the present
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study go even beyond those of the Coleman report. The level of self-esteem of
the sample of Negro students is higher than that of the matched sample of whites
and of the total combined populations of the fifteen schools in which they were
enrolled. Using the classification scheme employed in Table IX-19, the percent-
ages in the various groups with high academic self-esteem are as follows: 68.8
(N = 14,827) in the fifteen schools; 80.4 percent in the Negro sample; and 62.1
percent in the white sample. The fact that the Negro students have appreciably
higher academic self-esteem than the total populations of the schools even though
the former have both lower aptitude and achievement levels (see Table X-1),
strongly suggests a certain degree of inflated esteem on their part. However,
a combination of other factors could explain part of the discrepancy, especially
that between the Negroes and their matched white counterparts. First, the civil
rights movement, with its impetus toward desegregation, may well have increased
the academic self-image of these students.2 Secondly, and closely related to
this, is the strong possibility of a "selection" effect (Maxwell, 1961, p. 29)'
operating. That is, these Negro students are atypical in that they are attending
predominantly white, middle-class high schools, and one of the important varia-
bles in motivating them to attend such schools may be their high-esteem. There
is no way to test the validity of this combination of factors dealing with the
Negroes' high level of esteem. Regardless of the explanation, it is important
to introduce academic self-esteem as a test variable given thn demonstration of
its importance in previous research. Before presenting such data, however, it
should be emphasized that the higher self-esteem of the Negro students contra-
dicts the rationale for Hypothesis III which was examined in Chapter X. Although
the data presented there are consistent with the prediction (i.e., that climate
effects on the achievement of whites would be greater than on Negroes) the argument
that this is attributable to lower self-esteem on the part of Negroes is com-
pletely contradicted by the above data.

Table XII-1 gives the independent effects of race and self-esteem on the
three dependent attributes. Both variables exert statistically significant ef-
fects on educational plans. The zero-order racial difference on the attribute
has been reduced from .101 (see Table X-2) to .076. This decrease is :accounted
for by the relationship being less pronounced among students having high esteem.
Furthermore, esteem accounts for a greater proportion of variation in the college
plans of whites than of Negroes (.159 vs. .102). Theae results again suggest
that the college plans and self-esteem of whites are somewhat less inflated than
those of Negroes.

Self-esteem has a strong positive effect on intellectual orientations, with
the magnitude being roughly comparable for the two racial groups. Nevertheless,
the original racial difference (with a larger proportion of Negroes having high
intellectual scores) is not greatly affected by controlling self-esteem.

2
This explanation is consistent with a point emphasized by Pettigrew (1964,

p. 128) which was cited in Chapter It: Desegregation in a community gives aca-
demic encouragement to Negroes (whether in segregated or desegregated schools).
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Finally, Table XII-1 shows a positive effect of self-esteem on the achieve-
ment level of both racial groups, with its impact being roughly comparable for
each. Self-esteem fails to specify the original relationship between race and
achievement. That is, within the two categories of esteem the racial discrep-
ancies in achievement are not appreciably different.

The zero-order effects of race on achievement are actually slightly intensi-
fied with the effects of esteem controlled. This finding clearly contradicts
the rationale for Hypothesis III that the lower achievement of Negroes is partly
attributable to lower probability of success and social threat.

Table XII-2 presents the differential social climate effects on college
plans with self-esteem controlled. Self-esteem has no influence on the original
effects shown in Table X-5. On the other hand, the predictive power of self-
esteem is independent of school climate, with its effects considerably stronger
on whites' college plans than on those of Negroes.

The control of self-esteem (see Table XII-3) does not have any systematic
impact on the original differential climate effects on intellectualism presented
in Table X-6. Furthermore, the predictive power of self-esteem is independent
of effects of the various climate dimensions and very similar for Negro and white
students.

The results of Table XII-4, which provide data for examining working Hypoth-
esis IV, show that controlling self-esteem does noCaing to the original relation-
ship between climate dimensions and achievement presented in Table X-7. Further-
more, the effects of esteem on achievement for each racial group are, for the
most part, independent of the climate dimensions. Thus, the results of Table
X11-4 provide no support whatsoever for Hypothesis IV.

In summary, the results of Tables XII-2, XII-3, and III-4 clearly indicate
that self-esteem has no appreciable influence on the original differential racial
climate effects on the three dependent attributes. This is not to say that self-
esteem has no implications for these three aspects of academic behavior. Indeed,
it has a sizable influence on the college plans, intellectual orientations, and
achievement levels of both groups, and its independent effects are greater than
those of the climate dimensions upon intellectual orientations and math achieve-
ment for both racial groups. In short, the influences of academic self-image
and school climate are independent of each other. Thus, for the present sample
of Negroes and whites, self-esteem is irrelevant with respect to the relative
influence of school environment. There appear to be two sets of factors which
account for its irrelevance. First, the sample used in the research is matched
on a number of critical personal and background characteristics. Thus, one of
the most important remaining differences (if not the most important) is racial
identity. That is, every indication from the data in this research is that racial
differences are essentially matters of life-circumstances or earlier life experi-
ences unique to Negroes in American society. Secondly, being enrolled in high
quality, predominantly white high schools (in conjunction with "pioneering" at-
titudes which are partly responsible for the Negroes' presence in these schools)
provides a boost to the self-esteem, scholastic attitudes, and performance of
Negroes. The result of these factors taken together is that probability of suc-
cess and social threat ns measured by academic self-esteem are not an explanatory
variable for the racial differences.
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1

XII-9

Effects of Control of Destiny

In the recent national study of equality of educational opportunity (Cole-
man, et al., 1966, p. 289), it was shown that this attitudinal factor was the
one that best distinguished Negroes and other minority children from whites;
minority group children showed much lower sense of control of their environment.
Such a finding is highly congruent with the observation that the environment of
Negroes in general--both in the home and outside the family--is unresponsive to
their physical and psychological needs. More important is their finding that
for Negroes this variable is the best single predictor of achievement.

Only one item in the student questionnaire, number 425, is available as a
measure of control of destiny: "The best way to get ahead in life is to..."
Those responding "work hard" or get a "college education" are classified at
"having control;" other responses suggesting luck or special talents are placed
in the "no control" category. Again the results here are inconsistent with those
of earlier research: 68.8 percent of the Negroes as contrasted with 57.5 percent
of the matched whites feel that they have control of their destiny. It is the
belief system with respect to the environment--not the actual control--which
should affect their academic behavior. It may well be the case that these Negro
students view their environment relative to that of their parents; the "social
weltanschauung" of a Negro adolescent should be considerably more optimistic
than that of his parents who have lived the majority of their lives in the period
prior to the civil rights revolution.

The data of Table XII-5 indicate that environmental control does not have
a statistically significant effect on any of the three dependent attributes with
race controlled.3 Therefore, it does not have any noticeable impact on the orig-
inal racial differences. Furthermore, it has no appreciable impact on the college
plans and intellectual orientations of either Negroes or whites. Consequently,
it is not necessary to introduce control of destiny as a test factor for differ-
ential racial climate effects on these two dependent attributes. However, con-
trol of destiny does have a moderate praitive effect of .080 on the math achieve-
ment of Negroes (.560 - .480) and a very slight negative effect on the achieve-
ment of whites (.585 - .612 = -.027). Thus, although control of destiny does
not reduce the zero-order racial differences in achievement, it does specify the
original relationship: Among students who feel they have control of their environ-
ment, only a slightly smaller percentage of Negroes than of whites have high math
scores (56.0 percent vs. 58.5 percent). These points make it important to intro-
duce control of destiny into the relationship between climate and math performance
for the two groups. This is done in Table XII-6, where it can be seen that the
differential climate effects are not affected by holding constant control of
destiny. Thus, here again the evidence fails to support Hypothesis IV just as
was true when academic self-esteem was introduced as a test variable into the dif-
ferential racial climate effects.

3
The finding that control of destiny does not reduce the racial difference

in achievement is further evidence of a lack of support for the rationale of
Hypothesis III.
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The zero-order, within-race effects of control of destiny shown in Table
XII-5 are not systematically affected by controlling the various climate dimensions
in Table XII-6: its effects on Negroes are moderate and positive, while those

with respect to control of environment are inconsistent with those of the recent
Coleman, et al. report (1966, p. 289) in that for this matched sample the Negroes

for whites remain small and negative. Thus, although Negro-white differences here

exhibit a higher control of destiny, the results of the present study are consis-
tent with those of the Coleman report in another sense: The effects of control
of destiny on achievement are stronger for Negroes than for whites. The inter-
pretation in the Coleman report (p. 321) helps to explain this disorep,Iney. For
children from disadvantaged groups, whose environment is less responsive to their
needs and desires, a feeling of despair and belief that their actions cannot af-
fect their life chances often develops which becomes a psychological obstacle to
performance. However, for those members from such disadvantaged groups who, for
whatever reason, have not developed such a perspective or have managed to over-
come it if they earlier possessed it, a belief in the ability to manipulate their
environment provides a special impetus to achievement which in turn will provide
them with an even stronger sense of control over their life chances. Thus for
minority groups who have been the victims of discrimination, achievement is more
closely related to their attitude toward the environment than for groups not sub-
ject to such discrimination.

One final point regarding control of destiny should be made. Given the
finding that a larger percentage of the Negroes than the matched whites in white
schools sense control of their environment, then the question should be posed as
to whether their high scores are a function of being placed in integrated schools.
For if this is the case, then its implications for school desegregation are ob-
vious. However, it is probably the case that the causal nexus is at least partly
in the opposite direction for the present sample of Negroes: They are attending
predominantly white, middle-class schools partly because they have a strong belief
in their ability to determine their destiny.5

Before closing this section on Hypothesis IV, regarding the influence of
probability of success and social threat on differential climate effects on the
academic performance of Negroes and whites, some comments are appropriate regarding
the validity of measures of these two complex phenomena. Only two crude indicators
of the concepts have been emplo "ed- -a two-item construct of academic self-esteem
and a single item indicator of control of destiny. There are a number of other
items from the student questionnaire tapping social threat which could be intro-
duced in the analysis; for example, numbers 27-37, 137, 140, 147, 148, 150, 151,
153, and 263. Table XII-7 gives data permitting a comparison of social threat

4
It should be emphasized that "disadvantaged" in this context refers to

Negroes in general, not to the adolescents in this sample. Nevertheless, these
327 Negroes overall come from less advantaged backgrounds than their white counter-
parts. As shown in Chapter IX, the former are more likely to come from large
families lacking structural integrity and having fewer material possessions.

5
Thus, what is being suggested here is what is implied by Coleman, et al.

(1966, p. 323): Control of destiny and achievement are mutually dependent.
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TABLE XII-7

NEGRO-MUTE RESPONSES TO SEVERAL INDICATORS OF SOCIAL THREAT

Items

27-37. Median Number of School

Activities in which Student is
a Participant

137. Percentages Saying School has
been "Dull" or "Unhappy"

140. Percentages Saying Students do
not get a Square Deal from
Teachers and Principal

147. Percentages not Saying Most
Teachers are Friendly

148. Percentages Saying Most Teachers
are Too Strict

150. Percentages not Saying Most
Teachers Understand Problems of
Teenagers

151. Percentages Saying Most Teachers
are not Interested in Teenagers

153. Percentages not Saying Most
Teachers are willing to Help
Out in Activities

263. Percentages AgresUItThat
"There are a few students who
control things in this school,
and the rest of us are out in
the cold."

1111

Negroes Whites
/Ma

1.4063 1 1198

12.3 17.3

31.0 29.4

39.0 33.3

13.5 9.2

66.6 73.7

9.5 15.6

65.3 70.0

24.4 41.9

aNumbers to left of items refer to identification number in student
questionnaire in Appendix A.
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for the two groups. Of the nine indicators, Negroes show less social threat
than whites on six of them: the average number of school clubs and activities
in which they participate is greater than that for whites (items 27-37); a smaller
percentage of Negroes feel that their time in the school has been "dull" or "un-
happy" (item 137); a smaller percentage do not feel that most teachers fail to
understand problems of teenagers (item 150); a smaller percentage say that most
teachers are not interested in teenagers (item 151); a smaller percentage do net
believe that teachers are not willing to help out in activities (item 153); and
they are less likely to agree that a few students "control things" in the school
(item 263). On the other hand, the Negro students are slightly more likely to
believe that students are not treated fairly by school officials (item 140), are
less likely to classify most teachers as friendly (item 147), and more likely to
say that most teachers are too strict (item 148). Thus, overall, the evidence
suggests that the Negro students perceive less social threat, or are better ad-
justed, in the schools than their white counterparts. These results lend support
to the adequacy of academic self-estedln and control of destiny as indicators of
social threat in the present analysis.

The results presented thus far in this chapter demonstrate a lack of sup-
port for the rationale underlying Hypotheses III and IV and systematically fail
to support the prediction of Hypothesis IV. The only variables which account for
the small discrepancy in Negro-white performance are family structural character-
istics--normality and number of siblings--variables which have been shown to have
important consequences for achievement and aspirations in general, but which are
even more important for a racial group which has a history of slavery and discrim-
ination.

Effects of Intellectualism

The fbial individual iufluence considered is the individual's intellectual-
ism score. Thus, just as was done in Chapter V of the parent research , respond-
ents' intellectual values are converted from a dependent attribute to a test
factor for two reasons. First, unless the climate effects persist with the cor-
responding individual characteristic controlled, thca such effects cannot be at-
tributed to variations in school environment (Blau, 1960). Secondly, it is impor-
tant to determine if students' intellectual values have any influence on the dif-
ferential racial climate effects.

Table XII-8 shows that for both racial groups intellectualism has strong
effects on their college plans, with the effects on whites (.240) being somewhat
stronger than for Negroes (.164). The zero-order racial difference is reduced
somewhat because among students with high intellectualism scores whites are only
slightly less likely to have college plans. These results suggest an inflation
in the college plans of those Negroes with low intellectualism scores.

Intellectualism also has a positive effect on the math performance of both
groups, with the effects being stronger for Negroes than for whites (.110 vs.
.072). The zero-order racial differences are very slightly intensified, which is
attributable to the greater discrepancy in performance between those students
having low intellectualism scores than those with high scores.

6
See the section of Chapter V entitled "Effects of Climate Dimensions on

College Plans and Mathematics Achievement with Intellectual Values Controlled."
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Tables XII-9 and XI1-10 give the climate effects on college plans and math,
respectively, for each racial group with intellectualism controlled. The most
important finding in the two tables is that for both dependent attributes there
is only a negligible reduction in climate effects for either racial group. Thus,
just as is the case for the parent research, the effects of various dimensions
of school climate on college plans and achievement are independent of respondents'
internalised academic values, meeting the most important criterion of contextual
analysis.

Secondly, the data of Tables XII-9 and XII-10 show that controlling intel-
lectual orientations has no systematic Influence on the original racial differences
in climate effects on college plans and achievement.

Summary

Three relevant individual (or social-psychological) variables which earlier
research has shown to be relevant to the present problem were introduced into the
analysis: academic self-esteem, control of destiny, and intellectualism (which
was treated as a test factor rather than dependent attribute at one point in the
analysis).

It was found, contrary to most earlier research, that a higher percentage
of Negroes than of whites manifest high levels of academic self-esteem and control
of destiny. This finding, coupled with the result that holding constant these
two factors has no appreciable influence on the zero-order racial differences for
any of the three dependent attributes, demonstrates that the rationale for Hypoth-
esis III is not valid. Furthermore, holding constant these two factors has no
systematic influence on the original racial differences in climate effects, and
thus Hypothesis IV is not supported.

One of the most important findings of this segment of the research is that
Negroes have higher self-esteem and sense of control of destiny than the matched
sample of whites. This difference seems partly explicable in terms of the two
groups being matched on such characteristics as ability and SES which are highly
related to self-esteem and control of destiny. These are variables on which Negro
and white students in the American population differ greatly. It also seems
plausible to a-tribute part of the high self-esteem and control of destiny of
Negroes to the positive effects of the civil rights movement and to a selection
process; that is, Negroes having high esteem and a belief in their ability to con-
trol til7fei,' environment are likely to seek admission to white, middle-class schools
in °riot 13, obtain the academic skills necessary for success in American society.
In turf;, attending such high schools you'd appear to reinforce their self-esteem,
scholastic attitudes, and academic performance.

Finally, it was demonstrated that introducing intellectualism as a test vari-
able into the relationship between climate dimensions and (1) college plans and
(2) math achievement does not appreciably decrease the climate effects on these
two attributes for either Negro or white students. These results, which are con-
sistent with those of the parent research, offer clear evidence that the academic
environment of the school exerts an influence on students' educational plans and
performance independent of their internalized academic values, thus meeting the
most important criterion of contextual analysis.
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CHAPTER XIII

SUMMARY

Introduction

Oikigb4lair

This chapter contains a summary of the two substantive foci of the research,
the methods employed, and some of the findings. It does not contain all of the
important findings, nor does it contain many of the conclusions which were spelled
out at the points in the analysis where the data on which they are based are pre-
sented. In the view of the authors, this is the place where conclusions belong,
not in a separate section divorced from the empirical results of the investigation.
To repeat even most of the detailed, yet important, findings and conclusions of
the study in this chapter is simply not feasible because it wfduld produce a chap--
ter too long to legitimately be called a summary. Thus, the reader who wants a
comprehensive overview of the study will have to take the time to read the text.

Substantive Foci of the Study

A comprehensive review of the literature on the effects of the environments
A of educational institutions (presented in Chapter II) revealed two. unanswered,

but important questions which are the foci of the present investigation. First,
is the question of the effects of global factors in the high school environment
on the academic behavior of students. The research presented in this report rep-
resents an attempt to help fill this gap by concentrating on three interrelated
problems:

(1) Systematically measuring a number of dimensions of educational and
social climates of high schools.

(2) Demonstrating the academic consequences of these dimensions for indi-
vidual students while controlling relevant personal and background characteristics
of the students. Thus, the type of analysis undertaken is contextual, which for
this study involves characterizing students by a number of different aspects of
the school environment and then determining how those who are similar in personal
and background characteristics differ in their academic behavior according to the
context of the school. Measures of three different cateeories of academic behav-
ior serve as the dependent attributes in the analysis--college plans, academia
achievement, and intellectual orientations. Four personal and family background
variables are simultaneously controlled throughout most of the first part of the
research--ability, father's education, year in school, and sex. These are four
characteristics which a wealth of previous research has shown to be related to
high school students' academic behavior.

(3) Investigating the sources of climate effects by introducing into the
analysis factors from both the larger community and the formal organization of
the school.

The second focus of the study is one which was not part of the original de-
sign--yet it is of critical concern to both social scientists engaged in educa-
tional research and to educators. This is the academic behavior of Negroes com-
pared to that of whites in desegregated schools. Specifically, the objective of
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this phase of the larger study is to determine the relative effects of various
dimensions of school climate on the academic behavior of all the small number of
Negro students in the predominantly white schools selected for study and a sam-
ple of white students who are individually matched on several relevant personal
and social background characteristics. Given the lack of knowledge about the
behavior of Negroes in desegregated schools (Katz, 1964) and that the data in-
cluded race, it was possible to make some contribution in an area of current social
concern. Consequently, the U.S. Office of Education granted an extension of time
and additional funds to include this second topic. Although this secondary focus
is related to the objectives of the larger study in that both the climate measures
and the dependent variables are the same, it is a separate research problem re-
quiring different methods of analysis. This, coupled with the fact that it was
important to keep the complex and detailed presentation of data as simple as pos-
sible, dictated that the two problem areas be presented separately in the report.
Consequently, the presentation and interpretation of data for Part I, the "parent
research" (or larger study) is contained in Chapters III-VII while that for the
comparison of climate effects on Negroes and whites (Part II) is presented in
Chapters VIII -XIl.

PART I. THE PARENT RESEARCH

The Sample and Sources of Data

Data were obtained in twenty public, coeducational high schools in 1964 and
1965 from the following sources:

(1) self-administered questionnaires to 20,345 students.

(2) two academic tests from Project Talent (Flanagan, et al., 1964) admin-
istered to the student bodies--one measuring aptitude for abstract reasoning and
the other measuring achievement in mathematics.

(3) self-administered questionnaires to the faculty of each school--a total
of 1,029 teachers.

(4) self-administered questionnaires to the principals of the twenty schools.

(5) information such as I.Q., grade point average in English, and absenteeism
from the permanent records of students.

The schools were selected in a three-stage, non-random manner from seven
different geographical regions of the U.S. in an attempt to obtain institutions
varying in terms of academic performance and demographic and social contexts.
The procedure resulted in a sample of twenty institutions which exhibit a con-
siderable amount of variety with respect to demographic, socio-economic, and com-
munity characteristics as well as heterogeneity in achievement as measured by
comparison with national norms on the mathematics achievement test utilized in
Project Talent.
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Measurement of Variables

As noted above, the tyve of investigation conducted in this project is con-
textual. Thus, there are three different classes of variables included in the
analysis: (1) the independent variables which are measures of various dimensions
of school climate or environment; (2) "intervening" personal or individual level
variables such as sex, mental aptitude, year in school, and socio-economic back-
ground (SES) which are viewed as mediating links between the school environment
and individuals' academic behavior; (3) and dependent attributes which consist
of three different types.of academic behavior; namely, college plans, personal
values regarding intellect'ialism and achievement, and academic achievement in
the form of performance on the mathematics achievement test and grade averages in
English.

a. Measures of School Climate

The procedure used in developing measures of school climate is a modified
version of Selvin's and Hagstrom's formulation (1963) for classifying formal
groups in terms of a large number of variables in order that group or contextual
effects on the variation in behavior of members can be assessed. Thirty-nine
auregative"- characteristics of the schools, based on data from both student and
teacher questionnaires, were factor analyzed using the principal component solu-
tion and orthogonally rotated to simple structure using the Varimax method.
These thirty-nine global characteristics gr variables--all of which treat the
respondent as an informant not respondent'--are from the following sources.
Twenty-three of the variables are from student questionnaires and sixteen from
questionnaires administered to teachers. Twenty-seven of the thirty-nine vari-
ables are scales adapted from the College Characteristics Index (Pace and Stern,
1958) and the High School Characteristics Index (Stern, 1962). The remaining
twelve variables are single-item indicators of school climate, with ten of them
drawn from student questionnaires and two from those administered to teachers.

Using the eigenvalue criterion, six interpretab'e factors were extracted
which summarize, with a relatively high degree of precision, the information con-
tained in the thirty-nine variables. Estimates of factor scores were computed
(Cooley and Lohnes, 1962, p. 164) for the schools on each factor, permitting the
results of the factor analysis to be transformed into measures of six dimensions
of school climate for subsequent use in the multivariate analysis. The six di-
mensions are briefly interpreted as follows:

Factor I. Absence of Academic Emulation

This negative factor has variables with high loadings which reflect the
general achievement and intellectual tone of the school environment. A school
having a high positive score on the construct could be appropriately described
as lacking academic ea ellence.

1Aggregative characteristics are summarizing measures based on smaller units
(in this case individuals) within formal groups.

2
Stated differently, all of the variables which are used in the measures of

school climate are individuals' perceptions of the environment, not information
about their personal attitudes or characteristics.
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Factor II. Student Perception of Absence of Inteliectualism-Estheticism

This negative construct has a predominance of student perceptions of school
environment with high loadings dealing with teacher and student pressures for
intellectualism. A school with a high ma.tas score on the factor is described
as having an environment lacking an intrinsic value on the acquisition of knowl-
edge.

Factor III. Cohesive and Egalitarian Estheticism

This factor measures the extent to which the student social system empha-
sizes intellectual criteria for status as opposed to the ascribed criteria of
family background. It also taps the degree of social integration among students
and the extent to which they value such topics as art, music and literature.
Thus a school with a high positive, score has a student body which is more cohe-
sive, more egalitarian, and more committed to intellectual matters than a school
with a low score.

Factor IV. Absence of ScientiSm

This construct, like I and II, is negative. Schools having a high positive
score lack a scientific emphasis by students and staff.

Factor V. Humanistic Excellence

This positive factor, like IV, is subject - matter specifibedealing primarily
with faculty and student pressures toward creating and maintaining student inter-
est in art, humanities, social studies, and current social issues.

Factor VI. Academically Oriented Student Status System

This construct has isolated criteria for prestige among student colleagues.
Schools with high positive scores on it have student bodies which socially re-
ward intellectualism and academic performance more than schools with low scores.
In addition, in high-scoring schools, students place less stress on participation
in extra-curricular activities relative to low- scoring schools.

It is felt that the measures of school environment developed here are one
of the chief accomplishments of the study. That is, the present research employs
comprehensive and direct indicators of the normative influence of high school
climates, whereas most earlier studies have relied on the average socio-economic
composition of the student body as an indirect indicator of school context. Fur-
thermore, the present study, unlike most previous research (Bidwell, 1965, p. 992)
on high schools as social microcosms, has included the degree of integration of
the teacher colleague group and the student society in its measures of school en-
vironment.

b. Measures of Individual Variables

The Abstract Reasoning Test (AR), a fifteen-item, multiple-choice instrument
designed to measure the ability to determine inductively the logical relationships
among the elements of patterns of diagrams, is employed as the measure of mental
aptitude or ability.
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Measures of sex, year in school, and socio-economic background were obtained
from single items in the student questionnaire. Father's education is used as
the indicator of SES because it has the highest correlation with a number of
other indicators of socio-economic background and also because it is the best
single predictor, among available measures of SES, of the most rigorous measure
of achievement in the research--performance on the math test.

c. Measures of Dependent Attributes

Students' plans regarding college attendance are inferred from a single-item
in the student questionnaire. Students answering "yes as a full-time student
right after high school" were classified as planning to attend, and all others
answering the item were classified as not planning to attend.

The first measure of academic achievement, students' performance on the
Mathematics Achievement Test, is a twenty-four item, multiple-choice test designed
to measure achievement in mathematics through the ninth -grade level. The second
measure of achievement for students is their English grades. Each student's
grades in English during his tenure in high school were converted to a mean, using
a five-point numerical scale comparable to letter grades A through F.

The intellectual orientations of students, or academic values, are measured
by a six-item, summated binary rating scale based on responses to items in the
student questionnaire covering different topics within the broad realm of intel-
lectualism-achievement.

Scores on the math test, grade performances in English, and scores on the
scale measuring personal orientation toward intellectualism were all dichotomized
as closely as possible to the medians of the respective distributions.

The Statistical Procedure

Researchers concerned with separating "contextual" effects from "individual"
effects have been plagued with the problem of obtaining spurious results (Tannen-
baum and Bachman, 1964). Thus, what appear to be contextual effects may in real-
ity be statistical artifacts. Tannenbaum and Bachman have demonstrated that such
spurious contextual effects are frequently obtained because the categories of the
individual level variables are not precise; consequently, they can contaminate
contextual effects and lead to specious findings. Likewise, if the categories
of the contextual variable are not precise they can contaminate individual effects.

Tannenbaum and Bachman suggest two strategies to minimize the problem, both
of which are utilized in the present analysis. First, use as many categories
as possible for both the contextual and individual level variables. In this in-
vestigation, an attempt was made to achieve the optimum number of categories for
both the group and individual level variables. Throughout much of the analysis,
the effects of each of the climate dimensions on the dependent attributes were
determined while controlling sex, father's education, ability, and in school.
Obviously the simultaneous introduction of five independent variab',-:, requires
collapsing of categories on each of them, even with a sample as 1, .., as the pres-
ent one. For each of the six dimensions of school climate ( measured by factor
scores), schools were ranked and then collapsed into quartiles. Scores on the
ability measure (AR test) and father's education were collapsed into four categories.
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Finally, year in school was trichotomized, with grades 9 and 10 in one category
and with grades 11 and 12 retained as separate categories. The above classifi-
cation scheme for contextual and individual level variables appears to result
in precise measurement of these characteristics, while providing a sizable num-
ber of cases in each category, which is important for obtaining reliable esti-
mates of effects of the independent variables on the dependent attributes.

Tannenbaum's and Bachman's second strategy for minimizing spurious effects
is to employ multiple regression techniques, which provide a thorough and rigor-
ous analysis of the relative effects of contextual and individual variables. The
statistical procedure employed has been shown by Boyle (1966, unpublished) to co-
incide formally with multiple regression analysis of dummy variables. It is a
slightly modified version of Coleman's stochastic model (1964, Chapt. 6) developed
for the multivariate analysis of attribute data.3 The model can also be used to
estimate the effects of polytomous independent attributes, either ordered or un-
ordered (Coleman, 1964, pp. 213-214), on dichotomous dependent attributes. For
the multivariate case, the effect parameter for each independent attribute is an
estimate of the proportion of variation in the dichotomous dependent attribute
explained by that particular independent attribute while the effects of other
independent attributes are controlled. Stated differently, the effect estimates
may be interpreted as averages of differences between proportions positive or
"high" on the dependent attribute under all combinations of the independent at-
tributes.

It is felt that one of the major contributions of this research is the pre-
cision of the measurement of the variables and the number of variables controlled
simultaneously in the analysis. For example, consider the problem of measuriug
the effects of the first dimension of school climate, Absence of Academic Emula-
tion, on the college plans of individual students while simultaneously controlling
the effects of sex, year in school, ability, and father's education. Introducing
these five independent attributes simultaneously, partitions the sample of stu-
dents into 384 categories (4x2x3u4x4m384), resulting in a high degree
of precision for the measurement of both the climate and individual level attrib-
utes. Furthermore, Coleman's technique gives estimates of the effects of each
of the five attributes on the dicbotoaized dependent attribute Andependent of the
effects of the other four, providing a powerful multivariate design.

Zero-Order Climate Effects and Individual
EfLects on the Dependent Attributes

It was found that the zero-order effects of each of the six climate dimen-
sions on college plans, math achievement, English grades, and intellectual orien-
tations are in the direction predicted by the content of the factor. For example,
Factor I, Absence of Academic Emulation, is negatively related to each of the
dependent attributes, while Factor V, Humanistic Excellence, has positive effects
on each dependent attribute. The magnitude of effects of the six climate dimen-
sions are approximately equal for college plans and math achievement, lowest for

41111=1=11111....M.01101..P11PIMI.11.111110IMMIIIMNIIMAN=MlIMMINII4.

3
Boyle's chief contribution to Coleman's model is to make it more appropriate

for dealing with small aubsamples; that is, a more effective weighting procedure
to handle the crucial problem of variation in the number of cases in cells on
which the proportion differences in the dependent attribute are computed.
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English grades, and second lowest for intellectual values. The negligible effects
of the climate dimensions on English grades are attributed co the inadequacy of
English grades as a measure of achievement between schools. Consequently, Eng-
lish grades were deleted from the analysis as a dependent attribute when between
school comparisons were made.

The weaker effects of climate dimensions on intellectualism than on college
plans and math achievement were explained in terms of the lower salience of intel-
lectualism than college attendance and math achievement for high school students,5
not as a result of low reliability or validity of the measure of intellectualism.
This interpretation is supported by evidence from both the present study (in Chap-
ters IV and V) and other studies, both historical and contemporary.

Each of the four personal and background attributes--ability, SES (measured
by father's education), year in school, and sex--is related to the dependent at-
tributes in a manner consistent with the results of earlier studies. Of the four
individual characteristics, ability has the strongest effects, overall, on the
dependent attributes, with father's education having the second highest explana-
tory power. Furthermore, both of these personal variables are more highly asso-
ciated with the dependent attributes at the zero-order level than are the six
climate dimensions. These findings made it necessary to examine the effects of
the climate dimensions on the dependent attributes with ability, SES, sex, and
year in school simultaneoustz controlled because the zero-order relationships
between the various aspects of the educational and social climates of the schools
and students' variation in academic behavior could be a function of systematic
uncontrolled differences in the personal characteristics among the student bodies
of the schools.

Climate Effects on the Dependent Attributes
With Individual Characteristics Controlled

The most important finding in this section is that, overall, the climate
dimensions have modest but consistent effects on the college plats, math achieve-
ment, and intellectual values of students with the effects of the four relevant
individual level variables controlled. Furthermore, it was demonstrated that
the climate effects on college plans and math achievement persist when students'
academic values (as measured by the intellectualism scale) ability, and SES are
held constant. This result clearly demonstrates that the prevalent academic at-
mosphere of the school exerts an influence on these two attributes independent

4
That is, grades in English are not a valid and reliable measure from school

to school. Furthermore, the distributions of English grades are not comparable
across schools. This latter problem could have been solved by a standardization
procedure. However, the original and more serious problem of variation in meaning
of grades from school to school would not be eliminated by such a procedure: The
"A" in English in a school with high academic standards reflects greater achieve-
ment in the subject than does an "A" in a school of lower quality.

5
In fact, it was found that the intellectualism scale has an acceptable

level of internal consistency and high predictive validity when employed as an
independent variable to explain achievement and college aspirations.



XIII-8

of students' internalized academic orientations, ability, and family background.6

Taken collectively, these results lead to the conclusion that individual students'
academic behavior is influenced not only by the motivating force of their home
environment, scholastic ability, and value orientations but also by the pressures
applied by other participants in the school setting. That is, in those schools
where academic competition, achievement, and intellectualism are emphasized by
faculty and other students (both at the global and more immediate, interpersonal
levels), individual students tend to adopt these norms, resulting in higher achieve-
ment, educational plans, and intellectual values on their part.

The magnitude of the climate effects on college plans and math achievement
with the individual level variables held constant is comparable and generally
lower on intellectual values. Furthermore, the independent contributions of the
individual level variables to explaining variation in students' intellectual
values is generally lower than those for college plans and math performance. Evi-
dence from Chapters IV and V of this report and from earlier research and writings
indicates that this discrepancy is plausibly explained in terms of intellectualism
being less salient for students than either college attendance or academic achieve-
ment because the former is less stressed at all levels of the educational system,
in the larger society, and in the home backgrounds of most students. In an at-
tempt to further understand intellectualism among these high school students,
twenty-five personal and background characteristics and traits associated with
the attribute were isolated. These characteristics produced a profile of the
"intellectual student" similar to that of the creative student described by
Getzels and Jackson (1960) and Holland (1961) and the achievement-oriented student
portrayed by Strodbeck (1958).

The independent effects of the various dimensions of school climate on all
three dependent attributes are consistently lower than ability and SES. These
results are consistent with those of Coleman, et al. (1966) in their recent na-
tional study of the effects of school characteristics on the achievement and edu-
cational aspirations of individual ntudents of varying racial and ethnic back-
grounds. They found that family background and personal characteristics exert
more independent influence on the academic performance of students than do char-
acteristics of the school. Despite this fact, however, the findings e2 the pres-
ent research regarding climate effecte are of substantive importance on two dif-
ferent counts. First, at least fifty percent of the variation in each of the
three dependent attributes is left unexplained by personal and family background
characteristics which previous research has shown to be the most important in
predicting variation in academic achievement and college aspirations. Secondly,
the comprehensiveness and adequacy of the measures of various aspects of school

6
As stated by Blau (1960) in his original formulation of structural effects

(which he considers a special case of contextual effects), to demonstrate a
structural effect, a relationship between the group level attribute and a depen-
dent attribute at the individual level must be maintained while the closely re-
lated characteristic for individuals is held constant. As noted earlier, the
intellectualism scale has an acceptable level of internal consistency and a high
degree of validity. Thus, it provides an adequate measure, at the individual
level, of the contextual properties of the school tapped by the climate dimensions.
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climate and the statistical technique employed have decreased the likelihood of
obtaining spurious contextual effects, a problem of concern to earlier research
in this-area.

Finally, one of the more important conclusions of this section of the re-
search is that the extent to which the adolescent status system of the high school
rewards achievement has no systematic effect on the achievement of students. This
conclusion is based on two sets of findings. First, the effects of Factor VI,
Academically Oriented Student Status System, has neither statistically nor sub-
stantively significant effects on math achievement when relevant personal varia-
bles are controlled. Secondly, for eight different tests, the results generally
fail to support the widely quoted conclusion by Coleman (1961, p. 260-265) that
the more the adolescent status system of the school rewards achievement, the
more likely students of high ability are to be high achievers. Thus, the data
for the present study indicate that his conclusion has only limited generality
and replicability.

The Effects of Status on Academic Behavior and
Their Relation to Normative Climates of Schools

Given the widespread controversy among social scientists regarding the im-
portance of status among adolescent peers for students' performance7 and aspira-
tions and the general lack of support in tha present research for Coleman's thesis
that where academic achievement is rewarded by the adolescent culture of the
school, the correlation between ability and performance is higher, it was deemed
important to investigate this problem in greater detail. This was done by exam-
ining on the individual level the relationships between status and the three de-
pendent attributes and on the social systematic level the relationships between
the normative climates of schools (as measured by the six climate dimensions)
and the effects of status on the dependent attributes.

Two measures of status were employe& One, available for only nine of the
twenty schools, was obtained from sociometric data (the number of "leading crowd"
choices received from members of the same sex in each school). The second measure
is based on the respondent's subjective evaluation of his status in school. The
two measures are sufficiently correlated to be used interchangeably in the analy-
sis. Furthermore, they are roughly equally related to students' ability and
family SES.

Consistent with the results of previous research, high status students are
more likely to have high math scores and to plan to attend college, and less
likely to express a strong commitment to intellectual values. These effects per-
sist with father's education controlled in the analysis of college plans and with
ability held constant in the analysis of math performance and intellectualism.

The introduction of a measure of peer group influence on college plans de-
creased by approximately fifty percent the effects of status and of father's edu-
cation on this dependent attribute. This finding is consistent with the Mai/1.-
Coleman contention (1963) that high status students are subjected to more peer

7
Chapter II of this report presents a detailed account of this controversy.
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socialization influences to formulate and maintain college plans than are low
status students. Peer group influences also show some degree of 'ffect on math
performance and intellectualism. However, these influences are independent of
the relationships between status and these two dependent attributes.

The effects of (1) status and father's education on college plans, (2) status
and ability level on math achievement, and (3) status and ability on intellectual
orientations were presented by school. The magnitude of these relationships
varies considerably across schools. Following Coleman's argument (1961) about
the influence of adolescent status systems on the channeling of students' efforts
into scholastic vs. extra-curricular activities, the proposition was examined
that there are systematic relationships between the normative climates of schools
(as measured by the climate dimensions) and the degree of association between
status and the dependent attributes. No such relationships were found. An al-
ternative proposition by Coleman--that the status implicati6ns of college-going
varied among schools in direct proportion to the rate of college-going in schools- -
was not only not supported but was contradicted. The idea that a characteristic
or attribute must be scarce to qualify as a determinant of status was introduced
as an ex post facto explanation for the negative relationship between the effects
of status on college plans and the proportion of students going to college.

The most important conclusion reached in this section of the analysis is
that although adolescent status systems of schools may differentially reward
activities, these systems do not appreciably influence students in the selection
of areas where they invest their energies and resources.

Given the lack of consistent (1) effects of Factor VI (Academically Oriented
Student Status System) on the dependent attributes (ahawn.in_Chapter V) and (2)
relationships between Factor VI and the effects of status on the dependent at-
tributes (shown in Chapter VI), this climate dimension was eliminated from the
analysis presented in Chapters VII-XII.

Sources of Climate Effects on Academic Behavior

This section is concerned with one of the three interrelated problems of the
parent research--a search for sources of variations in climate effects on stu-
dents' college plans and math performance.8 This portion of the analysis was coa-
ducted using factors from the larger community and formal ,,rganizational proper-
ties of the schools as potential source variables.

The findings are, for the most part, negative. Nevertheless, they are among
the most important findings of the entire study because they challenge some of
the most cherished beliefs of certain educators and social scientists concerning
the influence of school and community factors on the achievement and aspirations
of students.

8
Students' intellectual values were deleted as a dependent attribute in this

section because the mass of data presented on the effects of climate dimensions
and individual level attributes on intellectualism led to the conclusion that
sources of intellectualism are for the most part not found in the school or larger
community but are located in various aspects of child-rearing practices for which
data are not available in this study.

- A7c:1 on$1517r4MTIVATrilfrratk ...),150,mrxmmmirwArserwirmTrwrirmwrA7r,
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It was found that several indicators of "intellectual" or "cultural" facil-
ities of the community fail to meet the criteria of source variables; namely,
libraries, community theatre, museums, art galleries and other similar facilities.
Likewise, two rigorous indicators of community financial support to the schools- -
average per-pupil expenditure and teachers' salaries--are of no consequence since
they are not significantly related to either college plans or math achievement.
This is true despite the fact that these schools show great variation in teachers'
salaries and per-pupil expenditures. Most Umsrlant gam ALL the socio-economic
context of the community or school is not a source of variation in climate effects
on students' college plans and math achievement. This finding conflicts with
one of the basic tenets of many educational sociologists who have relied on the
average socio-economic composition of the school, neighborhood, or community as
the indicator of the educational climate of the school.

Eleven different measures of school curriculum and facilities were introduce.'
as climate source variables. Again, generally speaking, these factors have little
or no consequences as source variables. These results are highly consistent with
the findings of the recent nation-wide study by Coleman, et al. (1966), who showed
that formal school characteristics (i.e., facilities and curriculum) account for
very little variation in pupil achievement as measured by performance on standard
tests.

One contextual variable introduced into the analysis does qualify as n source
of school climate effects on college plans and math achievement. This is the ex-
tent of parents' interest and involvement in their childrens' performance and in
school policies. This measure, labeled "Parental Press for Involvement in the
High School" (PPIHS), is based on teachers' assessments of parental interest and
involvement and is inferred to be an indirect measure of community interest in
education as well as that of parents.

The tentative, general conclusion is drawn that community financial invest-
ment in the school and school facilities and curriculum are of little importance
in accounting for the modest effects of the climate dimensions on students' acA-
demic behavior. The one contextual variable of any significance is the social
commitment that parents and the community served by the school have to quality
education.

PART II. CLIMATE EFFECTS ON A MATCHED
SAMPLE OF NEGROES AND WHITES

Statement of the Problem

As noted at the beginning of this chapter, this phase of the larger study
involves an exploratory analysis of academic differences between Negro and white
students in predominantly white high schools. More specifically, the heretofore
unexplored problem investigated is the relative impact of the various dimensions
of school climate on the college plans, intellectual orientations, and academic
performance of a matched sample of Negro and white students from the populations
of the twenty schools. Thus, the climate measures and dependent attributes are
the same as those in the parent research. This part of the research was con-
ducted by examining four "working" hypotheses or propositions. Since there is a
dearth of knowledge about the academic behavior of Negro students in desegregated
schools, these hypotheses were merely utilized as points of departure to provide
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guidance through the general problem area. Furthermore, since the data did not
generally support the propositions and/or raised doubts about the rationale for
part of them, this resume of findings will not be presented in relation to the
working propositions.

Selection of the Matched Sample of Negroes and Whites

There were 327 Negro students in fifteen schools; thus, five of the twenty
institutions were de facto segregated. The percentages of Negroes in the fifteen
institutions at the time the data were collected ranged from only 0.1 to 7.9 --
clearly, predominantly white institutions. Given the small number of Negroes,
it was not feasible to utilize the methods of the parent research which involved
assessing the influence of climate dimensions on the dependent attributes while
controlling several relevant personal characteristics simultaneously by higher-
order partialing. A design had to be employed, however, which permitted the con-
trol of several personal and background characteristics because any purported
racial differences or racial differences in climate effects could be a function
of uncontrolled variation in personal and family background attributes; for ex-
ample, family structural variables and socio-economic characteristics which are
highly correlated with the dependant attributes.

Since there were only a small number of Negro students in the schools, it
was feasible to match them individually with an equal number of whites on several
relevant characteristics. The two groups were equated on the following variables:
high school attended, sex, year in school, I.Q., age, and father's education.
Matching was attempted but proved impossible with respect to father's occupation
and several family structural variables. These variables were introduced as
"test" variables at appropriate points :In the analysis. It should be emphasized
that despite the fact that matching was done at the individual level, its pur-
pose was to equate the two Aroups, to permit comparison on the dependent attributes
rather than to compare the academic behavior of each student with that of his
paired partner.9

Statistical Procedures

In order to maintain a complete sample of 327 matched pairs, stepwise mul-
tiple regression analysis was utilized to eliminate non-responses on the variables.
The data were analyzed by means of the technique of multivariate analysis employed
in the parent research. Techniques for testing the statistical significance of
Negro-white differences with respect to climate effects were considered and dis-
carded. Thus, tests of significance were applied only to the relationships in-
volving non-climate variables and the three dependent attributes.

Major Findings

Numerous empirical relationships have been examined and discussed in detail
in Chapters Throughout the analysis, attention has been focussed on racial
effects (in non-climate tabulations) and on differential racial climate effects.
Each of these areas of concentration is summarized below. In interpreting the
findings, one overriding consideration was kept in mind: These Negroes, for a
number of interrelated reasons, are not typical or representative of the larger

9
For a similar approach, see Boyd (1952, p. 192).
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population of Negro high school students in American society. First, they come
from less disadvantaged backgrounds than Negro students in general. Secondly,
they live in areas which make predominantly white, middle-class high schools
accessible to them. Thirdly, there appears to be a "selection" process operating
which is of importance in their seeking admission to white high schools. That
is, they appear to be "pioneers" (Weinstein and Geisel, 1961) or "trailblazers"
in a social-psychological sense, which motivates them to seek quality education
in predominantly white high schools.

In general (i.e., regardless of what variables are controlled), a signifi-
cantly higher percentage of Negroes have college plans and score high on the in-
tellectualism scale than do the matched whites. Part of the difference may be
attributable to inflated "aspirations" (i.e., a certain lack of realism) of Negroes
on both of these dependent attributes. In contrast, a slightly larger proportion
of whites (.10>p,..05) have high scores on the mathematics achievement test.
However, statistical control of two family structural variables, number of sib-
lings and familial "normality," reduces the original difference in achievement
to practically zero. This is viewed as an especially important finding since
family structural characteristics are the only variables which account fcr the
discrepancy in achievement. These are factors which previous research has shown
to have important consequences for achievement and educational aspirations in
general, but they are even more important for a racial group which has a history
of slavery and discrimination with its deleterious consequences for family sta-
bility.

With respect to climate effects on the three dependent attributes, the data
reveal that, just as is true for the school populations in the parent research,
each of the climate dimensions has effects in the expected direction on the col-
lege plans, intellectual orientations, and math achievement of both racial groups.

The data for differential climate effects on the academic behavior of the
two racial groups indicate that, overall, white students are slightly but con-
sistently more responsive to variations in the educational and social climates
of the schools than are Negroes (specifically, eleven out of fifteen comparisons). 10

Generally speaking, regardless of which family-related or personal variables
are controlled,11 there is a strong tendency for the original racial differences

4.11MM.

10
It is systematically the case that whites are slightly more responsive to

climate variations with respect to college plans and math achievement, and Negroes'
intellectual orientations are slightly more affected by the climate dimensions
(with one exception) than are those of whites. Ex Eon facto explanations of
these differences are offered at various points in Chapters X, XI, and XII.

11
Specifically, each of the following variables was controlled: number of

siblings, birth order, familial "normality," father's occupation, paternal and
maternal encouragement to attend college, academic self-esteem, and control of
destiny. Finally, personal orientation toward intellectualism was converted from
a dependent attribute to a "test" variable to determine if it had any influence
on the differential climate effects on the college plans and math achievement of
the two racial groups.
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in the climate effects to persist. The implication of this finding is that the
most important variable is color of skin; that is, racial identity. For example,
the Negro is more likely to aspire to a college education than his white counter-
part because he is a Negro. What is being observed here could perhaps be appro-
priately viewed as a "community" influence, in the sense of the total community
of Negro Americans rather than the local area in which the adolescent resides.
The experiences of discrimination by Negroes as a whole have been communicated
to and internalized by these students so completely that not even parental in-
fluences on educational aspirations are as strong, relative to whites, as one
would expect them to be. As a result, it is generally observed that the Negroes
are not influenced as much by parental encouragement or the global school envi
ronment as one would expect them to be.

Finally, the distribution of familial resources of the Negro students is
appreciably lower than the white populations of the fifteen schools. This dif-
ference became apparent during the process of matching the two groups. Given
14,500 white students among which to choose, it was not possible to match on
family structural characteristics. This difficulty may be readily explained.
The matriarchal family of the Negro is a "carry-over" from slavery which is main-
tained by the Negro female's ability to find employment and the difficulty of
the Negro male in securing and maintaining employment, The findings of this re-
search emphasize the importance of the structural integrity of the family for
the achievement of Negroes: The higher achievement level of the matched whites
disappeared when family structural variables were controlled.

Differential access to socio-economic resources is also shown in the data.
For example, it was observed that when the two cohorts were successfully matched
on father's education, discrimination was reflected in lower occupational levels
of Negro fathers and lower family income. Thus, the socio-economic resources
which are important to academic success are more limited for the Negro students.

The admission of Negroes to desegregated, high quality schools should imply
equal opportunity to learn. However, equality of educational opportunity does
not exist for these students, for the Negro student does not bring to the class-
room the same resources as does his white counterpart. In what should be an aca-
demically equal situation, a basic inequality exists because of disproportionate
background resources for competing and achieving.
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STUDY OF HIGH SCHOOL EDUCATIONAL CLIMATES

conducted by

THE JOHNS HOPKINS UNIVERSITY

under a grant from

The United States Office of Education

Boys' Attitude Questionnaire

(Last)

School

(First)
..1111111-

(Middle)

This questionnaire is part of a study being carried out in selected high schools, to learn
about the interests and attitudes of high school students in various kinds of high school
situations. We think you will find the questions interesting to answer. Try to go through
the questionnaire quickly, without spending too much time on any single question. Answer
the questions in order, without skipping.

reel free to answer exactly the way you feel, for no one in this school will ever see the
answers. When finished, hand the questionnaire to the research worker, who will take them
directly to the University for statistical tabulation. "LEASE, mg =MT =alum.

Remember: This is an attitude questionnaire, and not a test. There are no right or wrong
answers. Most of the questions can be answered by a check in a box (like this: , or by
numbers on short lines (like this: _a.). Specific instructions are given where needed.
Disregard the small numbers on the left of the boxes, they are only to aid in tabulating
your answers in the office. If you come to a problem, raise your hand, and the research
worker who has given you the questionnaire will come to your desk and answer your questions,

9. In what grads are you?

10 9th grade
20 10th grade
30 11th grade40 12th grade

(You may start immediately)

(Check one.)

10. What program are you taking in school?
(Check one.)

1 not yet decided
2 0 vocational

12-23. Since you have been in high school,
which of the following sports, if any,
have you gone out for? (Check an many
as apply.)

12
13
14
15
16
17 0
la30 commercial or business /940 general 2050 college preparatory 2160 other (What? 22-
23

10a. Which subject do you like best in
school? (List only one subject.)

IMIIIIIIIrNIMILIWNIMINEIN

11. If you had your choice of going to
another school the size of this one,
to a smaller one, or to a larger one,
which one would you choose?

10 this size
20 smaller
30 larger

0
0

none
basketball
football
track
cross - country

golf
baseball
wrestling
swimming
lacrosse
tennis
others (What?

24. How much time, on the average, do you
spend doing homework 0,..kialsk school?
(Check one.)

10 none or almost none
20 less than is hour a day
30 about h hour a day
4 0 about lh hours a day50 about 2 hours a day60 3 or more hours a day

-71 mfeemgmTrnmr
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25. Suppose you had an extra hour in school
and could either take some course of
your own choosing, use the hour for
athletics or some other activity, or
use it for study hall. How would you
use it? (Check only one.)

10 course
20 athletics
30 club or activity
40 study hall, to study
50 study hall to do something else

26. About how many evenings a week do you
spend at home? (Circle the number.)

0 1 2 3 4 5 6 7

27-37. In which of the following clubs or
activities are you presently a member
or participant here at school? (Check
as many as apply.)

27 school newspaper, magazine, or
annual

28 orchestra, band, or glee club
29 National Honor Society
30 0 subject matter club (math club,

music club, Latin club, etc.)
310 hobby clubs (stamp club,

photography club, radio club,
chess club, crafts, etc.)

320 debating or dramatics
330 inter-school athletics
34 0 service clubs (Beta Club, Key

Club, Hi -Y, etc.)
350 political clubs (Young Democrats

or Young Republicans)
360 social clubs, fraternities, or

sororities
37 0 others (What?

111101111.1111111,

38. In how many of the above organizations
or activities are you an officer?
(Circle the number.)

0 1 2 3 4 5 6 7 8 9

39. How many records have you bought in the
last month? (Circle the number of
records bought.)

0 1 2 3 4 5 6 7 8 9

39a. Who is your favorite recording artist?

ik..,4Ala14eark...41,A;

40. What type of music do you like best?
(Check only one.)

1 rl rock and roll
2 r1 calypso
3 other popular music
4 jazz
5 classical or semi-classical
6 folk
7 western or country

41. How often do you go to the movies?
(Check one.)

1 never, or almost never
2 about once a month or less
3 about once every two or three weeks
4 about once a week
5 about twice a week
6 more than twice a week

42. With whom do you go most often?
(Check one.)

1 by myself
2 with a date
3 with other boys
4 with a group of boys and girls
5 with members of my family

43. About how much time, on the average, do
you watch T.V. dt1111a the school weak?
(Check one.)

1 none or almost none
2 about h hour a day
3 about 1 hour a day
4 about lh hours a day
5 about 2 hours a day
6 about 3 hours a day
7 4 or more hours a day

44-47. Different people strive for different
things. Here are some things that you
have probably thought about. Among the
things you strive for during your high
school days, just how important is each
of these? (Rank from 1 through 41 1
for the highest in importance to you,
2 for the second highest/ 3 for the
mai )ighests and 4 for the joweat.)

pleasing my parents
learning as much as possible in
school
living up to my religious ideals
being accepted and liked by other
students
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48-56. Below is a list of items for which

some parents have rules for their
teenage children, while others don't.
(check each item for which your parents
have definite rules.)

A-4

48 time for being in at night on
weekends

49 amount of dating
50 against going steady
51 time spent watching T.V.
52 time spent on homework
53 0 against going around with certain

girls
54 against going around with certain

boys
55 eating dinner with the family
56 no rules for any of the above items

56a. What is your favorite way of spending
your leisure time?

57. Do you have a hobby?

1 yes (What?
2 0 no

58. Do you do much Let:km reading other
than what you do for your courses?
(Check one.)

1 a great deal
2 much
3 some
4 little or none

59. If you could be any of the things below,
which one would you most want to be?
(Check only one.)

1 self-employed businessman
2 airline pilot
3 mayor of a city
4 0 nationally famous athlete
5 0 automobile me:hanic
6 high school teacher

60. Do you have a car of your own?

1 yes (make year, )

2 0 no

61. Can you use your parents' car? (Check
one.)

1 anytime I want it
2 0 often
3 sometimes
4 never
5 my parents have no car

62-66. Rank the following five activities in
the order that you best like doing them.
(Rank from 1 through 5; 1 is for the
activity you like beat, 2 is for the
activity you like second best , and
5 is for the activity you Lea least.)

enjoying art or classical music
listening to the radio or to
popular records
reading
watching T.V.
dancing

67. In Some schools, there seems to be one
group that more or less runs things
among the students. What about at this
school? Is there one group that seems
to be always in the middle of things,
or are there several groups like that?
(Check one.)

10 one group
20 two groups
3[1 three groups
40 more than three groups

67a. What boys hers in school, do you go
around with most often? Wive both
first and last names.)

67b. Of all the /s/iLlaygactrads, which
boy . Olive both first and last
names.)

is the best athlete?

is the best student?

do girls go for most?
would you moat like
to be friends with?

68-75. Among the group you go around with in
school, which of the things below are
important to do in order to be popular?
(Check as many as apply.)

a be a good dancer
1:10 have sharp clothes
c 0 have a good reputation
40 get good grades
e stir up a little excitement
f 0 have money
g be a leader in extra-curricular

activities
h0 know what's going on in the world

of popular singers, T.V., and
movie stars

iN
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-76. Which one of the above is most important
in order to be popular? (Circle the
letter corresponding to the item.)

a b cdef g h

108. Do you date? (Check one.)

1 no
2 0 yes, *About once a month
3 yes, about once every two weeks
4 yes, about once a week
5 yes, about twice a week
6 yes, about three or four times a

week
7 yes, more than four times a week

109. If yew do you go steady with one
girl?

1 yes, yhat is her name?

2 0 not which girl do you date most
often? a

110. Is the girl you mentioned above .

10 in this school?
20 in another high school?
30 graduated, and not in college?
40 graduated, and in college?
50 dropped out of school?

110a. What girl in this school would you
most like to date?

110b. Thinking of althea bolAajmui
school, who would you most want to be
like? (Give both first and last name.)

JIMMI1

111. Of the boys you go around with most
often, are moat of them (Check
one.)

1 in this school?
2 in another high school?
3 graduated, and not in college?
4 graduated, and in college?
5 dropped out of school?

112. Suppose the circle below represented
the activities that go on here at school.
How far out from the center of things
are you? (The center of the ctrcle
represents the center of things in
school.) (Place a check Where you think
you are.)

Me170,11-10;,.

113. Now, in the circle below, place a check
where you would like to be.

113a. If a boy came here to school and
wanted to get in with the leading crowd,
What boys should he get to be friends
with? Wive both first and last names.)

113b. Of all the teachers in this school,
which one do you like best? (Give full
name.)

114. Would you say you are part of the
leading crowd in this school?

1 Yee
no

If Bat would you like to be part
of the leading crowd?

2 yes
3 no
4 0 don't care

115. How good, on the average, are your high
school grades? (Check one.)

1 0 in the top quarter of my clams
2 0 in the second quarter of my class
3 in the third quarter
4 0 in the lowest quarter

114. -1 . (Check only one.)

1 an only child
2 the oldest child in your family
3 the youngest child in your family
4 0 between the youngest and oldest

117. Where were you born? (Check one.)

1 in this city or county
2 outside this county but in this

state
3 outside this state but in the U.S.
4 0 outside the U.S. (abers?........)
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118. Where was your father born? (Check one.)

1 0 in this city or county
2 0 outside this county but in this

state

3 outside this state but in the U.S.
4 0 outside the U.S. Mere?

119. Whore was your mother born? (Check one.)

1 0 in this city or county
2 0 outside this county but in this

state
30 outside this state but in the U.S.
4 outside tile U.S. (Uhere?..,

120. Row much formal education did your
father have? (Check one.)

1 0 some grade school
2 r] finished grade school
3 some high school
4 0 finished high school
5 some college
6 0 finished college
7 attended graduate school or

professional school after college
8 don't know

121. How much formal education did your
mother have? (Check one.)

1 some grade school
2 finished grade school
3 some high school
4 finished high school
5 some college
6 finished college
7 0 attended graduate school or

professional school after college
8 don't know

122-123. Which one of the following ma
nearly describes the type of work your
father does? Check, may one answer. (If
he has more than one job, check the one
on which he spends the most time. If he
is retired, out of work, or not living,
chock the one ha MA laa;%)

01 farm owner or manager
02 0 farm foreman
03 0 farm worker
04 workman or laborer - -such as

longshoreman,pluMber's helper,
mine worker, filling station
attendant, etc.

05 private household worker--such as
servant, butler, etc.

06 protective worker--swh as
policeman, sheriff, foreman, etc.

07 service worker--such as barber,
waiter, etc.

08 semi - skilled worker--such as bus
or cab driver, butcher, factory
machine operator, etc.

090 skilled worker or foreman - -such
as electrician, printer, carpenter,
enlisted man in the armed forces,
plumber, foreman in a factory or
mine, etc.

10 0 clerk or office worker--such as
bank teller, sales clerk,
bookkeeper, mail carrier, postal
clerk, office clerk, etc.

11 salesman--such as real estate or
inourance salesman, factory
representative, etc.

12 manager--such AS sales manager,
store manager, office manager,
business manager, etc.

13 official- -such as manufacturer,
officer in a large company, banker,
government official, etc.

14 owner or proprietor- -such as owner
of a small business, wholesaler,
retailer, contractor, restaurant
owner, etc.

150 professional--such as physician,
lawyer, accountant, clergyman,
dentist, engineer, scientiut,
architect, etc.

160 technical--such,as draftsman,
surveyor, medical or dental
technician, etc.

17 0 other--if one of the above
describes_ your.father's job, then
describe his job on the lines
below. (RE SPECIFIC.)



a

I

.;

3

1.etx).1.

A-7

124. Are your parents living? (Check one.)

1 both living

133. My family's total yearly income is
approximatelys (Check one.)

2 only mother living 1 under $2,500
3 only father living 2 $2,500-$4,999
4 neither living 3 $5,000-$7,499

4 $7,500-$9,999
125. nee- your mother have a .1 viAUCIAAAW 5 $10,000-$14,999

the home? (COeck one.) 6 $15,000 or more
7 I don't know

1 yes, full-time
2 0 yes, part -time
3 0 no

126. Are your parents divorced or separated?

1 yes
2 0 no

127. Do you live with . . . (Check one.)

1 mother and father
2 mother and stepfather
3 father and stepmother
4 mother only
5 father only
6 other (Write ins

128. What is your religious preference?
(Check one.)

1 Protestant (What denomination?

2 Roman Catholic
3 0 Jewish
4 other (What?

11111,

129. How often do you attend religious
services? (Check one.)

1 every week
2 [ 1 to 3 times a month
3 less than once a month
4 never

130. How many brothers and sisters no you
have? (Circle the number.)

0 3 2 3 4 5 6 7 8 9

131. During this school year, how much do
yowwork sadh weak outride the home?
(Chadk one.)

1 not at all
2 lees-than 5 hours
3 5 to 9 holm'
4 to to 19 hmurs
5 20 hours or more

132. Estimote the number of books in your
home, (Check one.)

1 none or few 0-115)
2 ono bookcase full (26-100)
3 two bookcases full (101-250)
4 three or four bookcases full (251-500)
5 a room full--a Library (531 or more)

134. How often do your parents attend P.T.A.
meetings? (Check one.)

1 They do not belong.
2 regularly
3 occasionally
4 0 seldom or never

135. Suppose you had a chance to date either
a cheerleader, or the girl who is the
best student in class, or the best
looking girl in class. Which one would
you prefer to date? (Check only one.)

1 cheerleader
2 best student
3 0 best looking

136. If you could be remembered here at
school for one of the three things below,
which one would you want it to be?
(Check one.)

1 brilliant student
2 0 athletic star
3 most popular

137. My time in this school has been
(Check only one.)

1 filled with fun and excitement
2 interesting and filled with hard work
3 fairly pleasant
4 somewhat dull
5 unhappy

138. Check the category which comes closest
to your feeling about yourself.

1 74 don't like myself the way I amt
X'd like to change completely,.

1 0 Thrre are nany things I'd like to
change, but not completely.

3 I'd like to stay very much the
same; thare is very little I would
change.

139. When you have Lo decide hetwagen yourself
and the group . (Check only one.)

1 0 I alwaye go along with the group.
2 I usually go along with the group.
3 0 I usually decide for myself.
4 I always decide for myself.
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140. In general, do you think the students
in this school get a square deal from
the teachers awl principal?

1 yes
2 no

141-142. How important is it to you personally, and how important is it to other students
in this school, to get goad grades? (Check one in each column.)

To iru personally

1 0 extremely important
2 [] important

3 0 not important

To other students

1 extrewkly important
2 important
3 not important

143-144. How satisfying is it to you personally, and how satisfying is it to other students
in this school, to work hard on studies? (Check one is.;; each column.)

To you personally

1 extremely satisfying
2 satisfying
3 not satisfying
4 unpleasant

22ther students

1 extremely satisfying
2 satisfying
3 not satisfying
4 unpleasant

145-146. How much do you personally admire ;tuuents who are very bright in school, and how
much do other students in this school admire students who are very bright? (Check one
in each column.)

To you ne_rponally

1 admire brightness very much
2 admire brightness a little
3 don't admire it at all

147-153. Which of the items below fit most
of the teachers in this school? (Check
as many as apply.)

47 friendly
480 too strict
49 too easy with school work
50 0 understand problems of teenagers
510 not interested in teenagers
52 bored with their job
53 willing to help out in activities

153a. Which one honor or achievement would
you most Mato win in high school?
(List only one.)

NOW

154. The best teachers in this school
are . . (Cheek only one.)

/ 0 English teachers
2 foreign langu'gs teachers
3 social studies teachers
4 meth and science teachers
5 art or maalc teachers
6 The teachers ar' about the same

in all subjects.

To *_her students

1 adrirs brightness very much
2 admire brightness a little
3 don't admire it at all

155. Bill was doing well in physics class,
because his hobby was electronics. One
day his physics teacher asked Bill if
he would act as the assistant in the
class. Bill didn't know whether this
was an honor to be proud c2 or whether
he would be the "teacher's pet." How
would you feel--that it would be
something to be proud of, or wouldn't
it matter? (Check only one.)

1 something to be proud of
2 something I wouldn't care for
3 I'd have mixed feelings.

156. Suppose you-decided-to agree to be the
assistant in physics. What would your
friends think when they found out about
it? (Check only one.)

----,--77rmr,wpeiwIcrmwyTtx...*.ewm".4* ^-nrtv,,,,m-P,INTIr"-,,W;47,---WW,7""rrrtm9,17.!-CYor-rAMcnrA414E"Ar47, rles'em

1 0 They would envy me and look up to
me.

2 They would kid me about it, but
would still envy me.

3 They would look down on me.
4 0 They wouldn't care one way or the

other.

1

3
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157-162. Among the items below, what does
it take to gat to be important and
looked up to by the other boys here at
school? (Rank from 1 through 6.)

exiling' from the right family
leader in activities
having a nice car
high grades, honor roll.
being an athletic star
knowing a great deal about
intellectual matters

163. Do you smoke?

1 yes, regularly
2 0 yes, occasionally
3 0 no

164. Do you drink beer?

yes, regularly
2 yes, occasionally
3 0 mo

165. Do you drink liquor?

1 yes, regularly
2 yes, occasionally
3 no

Below is a list of true-false statements about high schools the characteristics of teachersand courses, activities of students, etc. The statements may or may not be characteristic
of your high school II:ecause high schools differ from one another in many ways. You are to
decide which statements are characteristic of your high school and which are not, and your
answers should tell us how things reallxamhere rather than what you would like them tobe. Circle lt when the statement is generally or mostly true as a description of thisschool, and circle it when it is generally or mostly false. Give only one response toeach item. nusELMSLIMESRUIRDEUME&

208. The student newspaper or magazine often carries short stories and
poems by students.

209. Many teachers here stress the practical uses of their subjects in T 111

helping students to get a good job.

210. Students seldom get together on their own time to talk about things T
they have learned in class.

211. If a student thinks out a report carefully teachers will give him T Fa good grade, even if they don't agree with him.

212. It takes more than memorizing what's in the textbook to get an *A" Tin courses here.

213. Many classes here are boring.
T- F

214. Students here value individualism] that is, being different from others. T F

215. It is difficult to take clear and usable notes in most classes here. T

216. Clear and careful thinking are most important in getting a good grade T Fon marts, papers, discussions, and tests.

217, Personality, pull, and bluff get students through some courses here. T F
218. Students having trouble with their courses find it difficult to get T Fhelp from teachers.

219. This school doesn't offer many opportunities for students to get to T Fknow important works of art, music and drama.

220. Classes in history, literature, and art are among the hest liked here. T F
221. Many teachers here are more interested in practical applications of Twhat they are teaching than in the underlying theory.

?`1717"77.7---.4143M7
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222. There is a lot of interest here in learning for its own sake, rather
than just for grades or for graduation credits.

223. Teachers require that'students work at home on problems which they
cannot solve in class.

224. Science labs here have poor equipment.

225. Teachers here often encourage students to consider careers in areas
2"1"4"5,4 *^ 441°Cem they are teaching.

226. Few students try hard to get on the honor roll.

T F

T F

T F

T

T F

227. Teachers clearly explain what students can get out of their classes T F
and why it is important.

228. Teachers do nothing more than repeat what's in the textbook in many T
classes here.

229. Many students here want to take more courses in science than are T F
required,

230. Teachers here often make cutting or sarcastic remarks to students T F
in class.

231. Students here are not encouraged to take courses in such areas as
art, music, or dramatics.

T F

232. Very few students here ever listen to classical music. T F

T P

234. At this school students are seldom encouraged to undertake independent T F
projects.

T F

233. Most students here don't do much reading.

235. Science teachers here expect and get more work out of students than
do other teachers.

236. There is not much emphasis by teachers here on preparing for college. T F

237, Many students here are planning careers in sciences T F

238. Outside of class most teachers find time to chat with students. T F

239. Teachers here go out of their way to try to liberate the student T F
from his prejudices and biases.

240. A student who is interested in art or music is likely to be regarded T F
as a little odd by other students.

241. Many of the students here don't do much except go to classes and study. T F

242. Sone of the teachers treat questions in class as if the students were T F
criticising them personally.

243. The guidance counselors here most often recosuend majoring In science T F
in collage.

244. Teachers heivt encourage students to value knowledge for its 'own T F
sake, rather than just for grades.

245. There is not much interest in science clubs among students here. T P

246. The teachers here really talk with the students, not just at them. T F

247. Student discussions on national and international news are T F
encouraged in class.

248. Very few students here would be interested in a field trip to an T F
art museum.

t
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249. There is a lot of competition for grades here. T F

250. In this school teachers do not adjust assignments and projects to T F
the individual student's interests.

251. The teachers here encourage the students to take as many science T F
courses as possible.

252. Teachers here are really skillful at getting students to work to T r
tha limit of their

253. Students here tend to like science courses more than other coursers. T F

254. It doesn't matter who you are, at this school you are expected to be T F
mature enough to handle your own problems.

255. Teachers frequently urge students to consider the influence of history T F
on current events.

256. Students here are very much aware of the competition to get into T F
college.

257. Most students here dress and act pretty much alike. T F

258. When students get together they seldom talk about scientific topics. T F

259. Teachers here often present more material than the students can handle. T F

260. A lot of students here are content just to get by. T P

261. The school library has a poor collection of science books and magazines. T P

262-266. Do you agree or disagree that . . . 268a. What does it Zak* to get in with the
leading crowd in this school?

Agree Disagree

1 2

1 2

1 2

1 2 0

1 2

I am often not able to
keep up with the rest.

There are a few students
who control things in
this school, and the
rest of us are out in
the cold.

I am not doing so well
at school.

If students want to be
part of the leading
crowd around here, they
sometimes have to go
against their principles

If I could trade, I
would be someone
different from myself.

267-268. Of the teachers at this school whom
you know, how do you thtnk most of them
would rate mats a student? (Check
the choices which best complete the
phrase.)

works hard)

{

Obright
A average student who doesn't

Poor work hard

269. Are you planning to finish high school?

10 yes
20 no
30 undecided

270. Are you planning to go to college?
(Check one.)

1 no, never
2 yes, but not right after high

school
3 0 yea, as a full-time student right

after high school
4 yes, es a part time student right

after high school
5 undecided

;4"47.5177.,
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271-272. How does each of your parents feel
about your decision with respect to
college? (Meek one for each parent.)

Father, tett_ jer.

10.,
2n

3 0

04
5 0

273. To what
going to
guidance

1 0 strongly encouraged me
to go

2 ri want, "IA " go but h
gat strongly encouraged
me

3 0 does not care one way
or the other

4 0 does not went me to go
5 0 parent is not living

extent have you discussed
college with the teachers or
counselors in this school?

10 not at all
2 silo
3 quite a lot

274. Now, suppose that a student in this
school who had planned to go to college
suddenly decided not to go. that do
you think would be the reaction of ma
teachers in this school to the student's
change of plans? (Check one.)

10 They would be very disappointed
and would strongly encourage the
student to go to college

20 They would probably be disappointed
but would not say anything to the
student.

3 0 They wouldn't care whether or not
the student attended college.

275. Of the people your own age with whom
you spend most of your free time, how
many plan to go to college pi. are
already going to college? (Check one.)

1 none
2 0 few
3 some
4 0 roost
5 0 all

"' c"' 41, .

NV_

IF YOU ARE GOING TO COLLEGE OR "UNDECIDED,"
CONTINUE WI1B THE QUESTIONS BELOW. IF YOU
ARE E2 GOING TO COLLEGE SKIP TO QUESTION
408 ON PAGE 14.

308. Check the higheat level of education
you expect to complete: (Check only
one.)

1 plan to attend a two-year college
2 plan to get a bachelor's degree

(4 years)
3 0 plan to do one year of graduate

study (Master's Degree)
4 plan to obtain a professional

degree (Medicines Dentistry, Law,
etc.)

5 plan to obtain Doctorate Degree
(Ph.D.) (for example in physics,
math, English, etc.)

6 I have not made a decision about
my plans.

309. What will you study in college? (Check
only one.)

1 undecided
2 a liberal arts program
3 a science program
4 0 a business program
5 0 engineering
6 0 agriculture
7 pre-medicine, predentistry,

pre-law, etc.
BLJ education

310. When did you make a decision on how
much college training you expect to
complete? ICheck one.)

1 0 before I entered high school
2 0 since I entered high school
3 0 I have not yet decided howmuch

college to complete.

,IMIT-mwmw 7.21r
telhasaitramg.,
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311-323. in thinking about how much college
training you expect to complete, which
of the categories of persons listed
below have you talked to about it?
(Check all those with whom you talked.)

a
b 0
c 0
a 0

e
f

g
h
i

.1 0
k

m 0

parents
brother
friends
-friends

college
social studies teacher
foreign language teacher
mathematics or science teacher
English teacher
athletic coach
guidance counselor
another teacher
college representative
clergyman (minister, priest,
rabbi, etc.)

or sisters
here in school
or acquaintances attending

324-325. Which one of the above encouraged
you most to go on to college? (Circle
the letter corresponding to the category
of persons.)

abode f ghijk 1

A-13

1. 1.1 $4, .0.,,1)t.

325a. Now, considering all the colleges in
the country, if you could completely
have your choice, what would be your
ideal college? (Name only one.)

326. Approximately what percentage of your
college education do you expect that
your family or relatives will pay for?

1 none
2 0 2S%
3 SO%
4 75%

5 100%

327. About what percentage do you expect to
pay from summer earnings and part-tilEe
jobs?

1 *one
2 25%
3 50%
4 75%
5 100%

High school students planning to go to college have different ideas about the !RAIN PURPOSES
OF A COULEPE EDUCATION. Some.ideas on this topic are listed below. Rate them according to
their importance to you by checking on of the three boxes by each statement.

High Medium Low
Importance Importance Importance

a. Provide vocational training; that is 1 El 20 3 0 (328)
develop skills which are directly,
applicable to your job.

b. Help develop your abilities to get along 2 (329)
with different kinds of people.

c. Help develop your knowledge and interests 1 2 3 (330)
in community, national, and world problems.

d. Help develop your morals and values. 1 2.0 3 (331)

e. Prepare you for a happy marriage and 1 2 3 (332)family life.

f. Develop skills which will enable you to 2 3 (333)earn a high income.

g. Develop your understanding of the
1 2 3 0 (334)principles of science.

h. Develop your understanding of principles 1 2 3 (335)underlying human behavior.

i. Develop your understanding of such subjects 2 3 (336)as philosophy, art, literature, and music.

j. Provide social and athletic activities. 1 0 2 3 (337)

338. Which one of the above goals is poet important to you? (Circle the latter
corresponding to the goal.)

a

:*"

g h i j
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ANSWER QUESTIONS BELOW IF YOU ARE A SENIOR
PLANNING TO GO TO COLLEGE. IF YOU ARE ET.
A JENIOR SKIP TO QUESTION 424a ON PAGE 15.

338a. What colleges have you applied to
for admission? List the colleges on
the lines below, in orderof your
preference. For each college, check
wtether you have been admitted (ALM),
rejected (NE47), or do not yet know

1.

2.

3.

4.

5. alommalmormenommarr

(DK) .

nJ DK

339. Bow many college scholarships have you
applied for? (Circle the number.)

O 1 2 3 4 5 6 7 8 9

340. How many college scholarships -have you
received? ("Scholarship" is defined
here as any financial grant to a high
school student which does not involve
repayment by the student.) (Circle the
number you have received.)

O 1 2 3 4 5 6 7 13 9

341-348. Please indicate the source of your
scholarships. (Check as many as apply.)

1 I have received none.
2 0 scholarship from the National Merit

Scholarship Program
3 0 athletic scholarship from a college

or university
4 academic scholarship from a college

or university
5 scholarship from the state
6 C3 scholarship from a federal

governmental agency (such as
Nava etc.)

7 business or industry scholarship
(such as General Motors Scholarship
etc.)

B 0 other schalarships (What?

349. Did you take the allgisIntrar,co.

AMTPWIAMbVAlikto? (College
Boards.)

1 yes
2 no

tazi;41:-

350-364. What were the important
considerations you had in mind when
you were thinking about ihich college
to attend? (Check all the things that
were important to you.)

a low tuition costs and living
expenses

b closeness to home
c my parents' desires
d high educational standards
e course of study offered
f ease of getting a degree
g chances of getting a scholarship
h religious character of the school
i chances of getting adMitted
J friends or acquaintances I knew

who went to it
attractiveness of extra-curricular
activities

10 members of my family or other
relatives who went to it

st0 small size of student body
n opportunities for part-tivic work
o other (What?

k 0

4P)
365-366. Which one of the above was Emit

important to you? (Circle the letter
corresponding to the consideration
which was most important to you.)

abcdefghijklmno
367. During the time you are going to college

about how much time do you expect to work
per week at a paying job?

10 none
20 less than 20 hours per week
30 20 hours or more per week

368-370. In what order would you prefer to
have accomplished the things below when
you complete college? (Put a lin front
of the thing you would most like to have
accomplished, &lin front of the thing
second in importance to you, and a 2; in
front of the least important.)

----.be a distinguished leader in
campus activities
complete a piece of significant
research worthy of publication in
a scholarly journal

----maintain a straight "A" average
over four years of college

-'-',1711r0":7371z7c-';
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IF YOU ARE ms: NAMING TO GO T3 COLLEGE,
ANSWER QUESTIONS 408 THROUGH 424. OTHERS
614.11? TO QUESTION 424a OM PAGE 15.

408 -419. Check the important reasons why
you are not going to college. (Cheek
as many as apply.)

a I can't afford it.
b I decided to get married.
c X don't need a college education

for my intended occupation.
d I decided to enter a nonrcollege,

training course.
e Ow grades aren't high enough.
f 0 I couldn't get admitted to the

college I wanted to attend.
g My high school wouldn't give me

a good recommendation.
h I prefer to work rather than take

time out for college.
i [-.3 I decided to go into miliary

service.
j ['Most of my friends are not going

to college.
k 0 My parents haven't encouraged as

to go.
1 other

420. Mich one of the above reasons for not
going to college is most important to
you? (Circle the letter corresponding
to the reason which you consider the
mitimportant.)

abcdef ghijkl

L''Q - :
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421. Suppose you were to change your mind
and decide that you would like to-go to
College. How would year family react
to this? (Check one.)

& They would be happy and encourage me.
.2 C3 They would thick X mas doing the

W4 ow thing isle :multi discourage me.
. 3 They wouldn't care socisons way or

the other.

422. Vow would your close friends here at
school react if you decided to attend
college? (Cheek one.)_

1 They would be happy tad encourage me.
2 They would think X was doing the

wrong thing and would discourage me.
3 They wouldn't care much one way or

the other.

423. If you had more money, would you attend
college?

1 yes
2 no
3 0 undecided

424. What do you plan to do after you are
out of high school? (Check one.)

1 work at the family business
2 C3 go directly into military service
3 0 marry right away and get a job
4 get a job
5 go to technical or trade school
6 undecided

-77Tztr-Plnr-rTc--
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424a. If your 'desires could .be realized,
what one job would you like to have
15 years from now? (Be ciist for
example, truck driver, electrical
engineer, high school teacher, machinist,
dentist, crane operator, etc.)

0011.11.ft.

424b. Thinking realistically, what job do
you think you will actually hold 15 years
from now? (Be specific.)

425. The BEST way to get ahead in life is
to: (Check only one.)

10 work hard
20 have a pleasant personality and be

likeable
30 know the right people
40 save your money
50 get a college education
60 be a person with a special talent

such as an actor, good athlete, or
singer

426-430. Rank the following five occupations
in terms of their der'-ability for you.
(Rank from 1 through 5: 1 is ma
desirable, 5 is leapt desirable.)

scientist
business executive in a large
corporation
physician
college professor
chemical engineer

431. Among the possibilities
which one would you most
job? (Check only one.)

listed below,
prefer in a

10 high income
20 no danger of being fired
30 short working hours and lots of

free time
40 chances for advancement
50 The work is important and gives a

feeling of accomplishment.

".1
, -

432. How do you feel about leaving hone
when you finish school? (Check one.)

1 0 I look forward to it eagerly.
2 I have mixed feelings about it.
3 I don't want it to happen.

433. Is it easier or harder for you to get
along with your parents now then it was
two or three years ago? Check one.)

1 much easier
2 somewhat easier
3 0 somewhat harder
4 much harder
5 no change

434. Some young people think their parents
are somewhat old fashioned or out of
step in their ways of looking at things.
Are you parents like this? (Check one.)

1 almost always
2 quite often
3 once in awhile
4 never

435-443. Have you done any of the following
since you have been in high school?
(Check as many as apply.)

1 represented your school in a sport
or athletic contest

2 been arrested
3 had a part in a school play or

program
4 sent to juvenile court'
5 cut school
6 helped a teacher after school
7 destroyed or defaced school property
8 been elected to some office by the

students in school
9 run around with kids who got into

trouble with the law

444. How would you rate the guidance and
counseling program in this school?

outstanding
2 excellent
3 fair
4 1:3 poor

Now, ff,r each of the topics listed below, indicate whether you would rather discuss the
topic with a teacher at this school, a guidance counselor at this school, your parents,
or your friends. (Check one person for each topic.)

Teacher

445. planning your high school program 10
446. school grades 1
447. personal problems 10
448. career plans

1

449. attending college
1 0

;' ?",*

Counselor Parents Friends

2 3 4

2 0 3 0 4 0
2 30 4

2 3 4

20 3 0 4 0

"--41i7 F27-77
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GIRLS' ATTITUDE QUESTIONNAIRE

This instrument is identical to that for boys with the following exceptions:

12-23. Is it easier for a girl to get
to be important and well known
among students here by making
friends with a very popular girl
or by dating a very popular boy?

1 Cl making friends with a popular
girl

2 Odating a popular boy

42. With whom do you go most often? 109.
(Check one.)

67b. Of all the sith in your Ault,
which girl . . (Give both first
and lait names.)

1 0 by myself
2 with a date
3 with other girls
4 with a group of boys and girls
5 C) with members of my family

59. If you could be any of the things
below, which one would you most
want to be? (Check only one.)

1 owner of a ladies' clothing
store

2 0 airline stewardess
3 social worker
4 fashion model
5 beautician
6 high school teacher

67a. What girls here in school do you
go around with most often? (Give
both first and last names.)

7INISINVINNO

is the best dressed?
is the best student?
do boys go for most?
would you most like
to be friends with?

If les: do you go steady with
one boy?

1 Oyes: what is his name?

2 O no: which boy do you date
most often?

Iriar
110. Is the boy you mentioned above

1 C3in this school?
2 pin another high school?
3 Ograduated, and not in college?
4 0 graduated, and in college?
5 C)dropped out of school?

110a. That boy in this school would
you most like to date?

110b. Thinking of all the AEI! in
this school, who would you most
want to be like? .(Give both
first and last name.)

"

u
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111. Of the girls you go around with
most often, are most of them . .

(Check one.)

1 n in this school?
2 fl in another high school?
3 graduated, and not in college?
4 graduated, and.in college?
5 dropped out of school?.

113a. If a girl came here to school and
wanted to get in with the leading
crowd, what girls should she get
to be friends with? (Give both
first and last names.)

135. Suppose you had a chance to date
either a star athlete, the boy
who is the best student in class,
or the best looking boy in class.
Which one would you prefer to
date? (Check only one.)

1 0 star athlete
2 best student
3 best looking

136. If you could be remembered here
at school for one of the three
things below, which one would you
want it to be? (Check one.)

1 brilliant student
2 leader in activities
3 most popular

70.6, .; cr74....

.1: PK

155. Ann was doing well in French
class. One day her French
teacher asked Ann if she would
act as the assistant in the class.
-Ann didn't know whether this was
an honor to be proud of or whether
she would be the "teacher's pet."
How would you feel--that it would
be something to be proud of, or
wouldn't it matter? (Check only
one.)

1 Osonething to be proud of
2 0 something I wouldn't care for
3 0 I'd have mixed feelings.

156. Slip...Jose you decided to agree to be

th4 assistant in French. What
would your friends think when they
found out about it? (Check only
one.)

1 OThey would envy me and look
up to me.

2 OThey would kid me about it,
but would still envy me.

3 OThey would look down on me.
4 0 They wouldn't care one wey

or the other.

157-162. Among the items below, what
does it take to get to be important
and looked up to by the other girls
here at school? (Rank from 1 through
6.)

coming froma the right family
leader in activities
clothes
high grades, honor roll
being a cheerleader
knowing a great deal about
intellectual matters

'
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424. What do you plan to do after you
are out of high school? (Check

one.)

1 O help at home
2 Elmarry right away and not work
3 0 marry right away and also get

a job
4 Oget a job
5 O go to business school or other

school
6 O undecided

424a. If your desires could be realized,
what one job would you like to
have 15 years from now? (Be

specific; for example, saleslady,
nurse, secretary, housewife, school
teacher, etc.)

424b. Thinking realistically, what job
do you think you will actually
hold 15 years from now? (Be

specific.)

426-430. Rank the following five
occupations in terms of their
desirability for a man. (Rank
from 1 through 5; 1 is m_ ost

desirable, 5 is least desirable.)

scientist
business executive in a large
corporation

college professor
chemical engineer

. 4 " i .
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STUDY OF HIGH SCHOOL EDUCATIONAL CLIMATES

conducted by

THE JOHNS HOPKINS UNIVERSITY

under a grant from

The United States Office of Education

Teachers' Questionnaire

Most of the questions can be answered by a check in a box (like thiss ga . or by numbers on
short lines (like this: ..;L_). Specific instructions are given where needed. Disregard the
small numbers to the left of the boxes; they are only to aid in tabulating your answers. If
you would like to elaborate on any questions, use the blank apace on the last page. All
information will be held in strict confidence. PLEASE DO NOT OMIT ANY ITEMS.

7-10. Thinking only of the following four
things, how important dcoycz think they
should be for a high school student?
(Rank the items from 1. through 4s 1. for
the Ega)mvortant, /for the second, eatmmaa, . . and Z for the ;east,

....pleasing their parents
learning as much as possible in
school
living up to religious ideals

.....being accepted and liked by other
students

11. If you could see any one of three boys
elected president of the senior class,
who would you rather it be? (Check only
one

10 a brilliant student
20 an athletic star
3 0 a leader in extra-curricular

activities

Why?

12. Suppose one of your students had a chance
for two similar Jobs when he completed
his educations one was in this city, and
one in a city the same size but in
another state. Which do you think you
would advise him to take?

1 the job in this city
2 0 the job in another city

1:. If he were going to college, and had the
choice between going to a good small
college and a good large college or
university, which would you advise?

1 0 small college
2 large college or university

14-17. There are many things young people
can get from college. How important
do you think each of the following
should be for a student in his college
experience? (Rank from 1 through 4.)

the stimulation of new ideas
_preparation for making a living

campus activities and social life
new friends who share his interests

18. If you had a student who could go to any
college he chose, which one would you
most like to see him select?

1 Oa tax supported university or
college in this state

2 a tax supported university or
college in another state

3 Princeton, Yale, or Harvard
4 0 M.I.T. or Cal. Tech.
5 Swarthmore, Reed, Cberlin, or

Antioch

19-23. Rank the following five occupations
in terms of their desirability to you.
(Rank from 1 through S.)

writer or Journalist'
scientist
business executive
physician
chemical engineer

24. If "high school teacher" were ranked
along with these according to its
desirability, which rank would yev;
assign to it? (Circle the appropriate
number.)

1 2 3 4 t 6

25-28. Now rank the fedilovidng four occupations
in terms of thvir desirability to you.
(Rank from 1 through 4.)

srAes manager for a large business
---,trained machinist

proprietor of a small store
owner-operator of a printing shop

A,77-7.71"."7"M7.747.77,77771.7:*
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29. If "high school teacher': were ranked
along with these according to its
desirability, which rank would you
assign to it? (Circle the appropriate
number.)

A
.11

C

30. How much Job security do you have as a
teacher in this school? ('heck one.)

/ very little security
2 some security

3 a moderate amount of security
4 considerable security
5 very much security

31. How much opportunity to be helpful to
other people does your position ax a
teacher provide for you? (Chock one.)

1 very little opportunity
2 some opportunity
3 [] a moderate amount of opportunity
4 considerable opportunity
5 very much opportunity

32. How much prestige does your position as
a teacher give you in the community
where your school is located? (Check
one.)

1 very little prestige
2 some prestige
3 a moderate amount of prestige
4 considerable prestige
5 veey much prestige

33. Now much opportunity for independent
thought and action does your position
as a teacher provide for you? (Check
one.)

10 very little opportunity
20 some opportunity
30 a moderate amount of opportunity
4 considerable opportunity
50 very much opportunity

34. How much self-fulfillment (that is the
feeling of being able to use one's
unique capabilities, of realizing one's
potential) doe; your position as a
teacher provide for you? (Check one.)

.Asitgaamefii.emcuAk.dtaGliari....baib
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1 very little self-fulfillment
2 some self-fulfillment
3 0 a moderate amount of self-fulfillment
4 considerable self-fulfillment
5 o very much self-fulfillment

35. If you had it to do over again, would
you enter teaching? (Check one.)

1 definitely yes
2 C probably yes
3 [] probably no
4 definitely no

ar

v-
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36. All things being equal, in which type of
community would you most like to live?
(Check one.)

1 a large metropolis
2 a suburb
I rn mwskA4sIrmLj 11111.,0,04LN,11

4 a small town

37. Wild you rather teach in . .

(Check one.)

10 this high school
2 a private school
3 another public high school in this

system
another public school system

38. Do you think this high school has some
special characteristic distinguishing
it from other high echoolo?

1 0 yes
2 0 no

38a. If ylg: would you please note
briefly what you think that
characteristic is?

111111,

39. Which of the categories below comes
closest to the attitude of out of the
students toward the teachers in this
school? (Check one.)

10 They feel close to the teachers;
will confide in them; and feel that
the teachers understand them,

2 They feel that the teachers are
trying to help them, but don't
really understand their problems.

3 0 They feel that the teachers are
indifferent to their problems.

4 They are distrustful of the
teachers and suspicious of their
intentions.

40. Which of these statements best describes
the appearance of students at this
school? (Check one.)

1 Most or all students are neat and
well groomed.

20 Many students are neat and well
groomed.

30 Some students are neat and well
groomed.

4 Few or no students are neat and
well groomed.

-leussgegareeeeereeeiegeeee
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41-55. In which of the following areas
would you say there are problems of
discipline with the students in this
school? (Check all items which are
problems.)

41 stealing (small items of little
value)

42 stealing of a serious nature
(money, care)

43 0 destruction of school property
44 sex offenses
45 impertinence and discourtesy to

teachers
46 1.4 fighting
47 truancy
48 physical violence against teachers
49 using profane or obscene language
50 using narcotics
51 drinking intoxicants
52 copying homework
53 cheating on tests
54 creating classroom disorder or

chaos
55 violation of school rule about

smoking

56-57. Do you agree or disagree that

a201. Disagree

1 2 13

10 2

There are a few students
who control things among
the student body in this
school, and the rest are
out in the cold.

If a student wants to be
part of the leading crowd
around here, he sometimes
has to go against his
principles.

58. Which one of the following bit
characterises the student body at this
high school? (Check only one.)

10 Aptitude is high; ambition is high.
20 Aptitude is high; ambition is :cll.:
3 Aptitude is low; ambition is high.
4 Aptitude is low; ambition is low.

590 In which gma of the following emject
areas do the students here seem tote
muntinterested? (Check only one.)

1 science and mathematics
2 social studies
3 english
4 foreign languages
5 music and art

60. Which of the categories below comes
closest to describing the attitude of
the teachers at this school? (Check
one.)

Lj 41:m4:Harts note LOW. snim mien
school should be primarily a means
of developing the intellectual
capacities of the students.

2 'Teachers here feel that high
school should be m combination of
intellectual and technical (job)
training.

3 ()Teachers here feel that high school
should be primarily a place for
technical (job) training.

61-63. Suppose one of your best students
was entering college. In what order
would you prefer him to accomplish the
three things below during his college
career? (Rank in importance from 1
through 3.)

be a distinguished leader in
campus activities
complete a piece of significant
research worthy of publication in
a scholarly journal
maintain a straight "A" average
over four years of college

64-69. Which of the categories below fit
the majority of teachers in this school?
(Check as many as apply.)

64 friendly with students
65 too strict
66 too easy with schoolwork
07 understand problems of teenagers
66 0 not interested in teen-agers
69 willing to help out in activities

70. Are the teachers here, for the most
part, satisfied with the physical
facilities of the school?

/ 0 yes
2 n no

70a. Personally, what changes or adeitioAlie,
if any, would you like to see in the
physical facilities of this school?

...1111.11 1111
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If you were completely free to do so, how would you change each of the following classroom
practices? (Cheek appropriate box.)

HAVE MORE

rIiJ

0

71. indivi4u-1 goldanco 1

72. group pupils by ability 1

73. field tripe 1

74. discipline

75. guest speakers 1

76. discussion of controverial issues 1

77. others
N.O1111111101100

01131111= VN,

NO CHANCE HAVE LESS

2

2

2

2

2

2 0

3 C3

3

3 r3

3

3

3

0

Below is a list of true - false, statements dealing with a number of characteristics of high
schools: kinds of courses emphasized, the traits of e(vdeots, the activities and attitudes
of students, etc. The statement. may or may not be typical of your school because schools
differ from one another in many ways. You are asked to decide which statements are typical
of =thigh school and which are not. Your anewars should tell us what you bellow: tho
environment of this school is like rather than what you might personally prefer. It is in
the nature of questions of this sort that neither of the alternatives provided will always
correspond exactly to the situation at a school, 64.4 thus you may feel that your responses
should be qualified. But please, make only one reertnee to each item; that is, by choosing
the alternative which comes closer to the answer pm would like to give. Circle /when you
believe the statement is generally or wetly, true, and circle Zwhen you believe it is
Generally or mostly, false. gitagummonfamos.

107. The student newspaper or magazine often carries nhort storios and T r
poems by students.

108. Many teachers here stress the practical uses of their subjects In T
helping students to get a good job.

109. Students seldom get together on their own time to talk about things T r
they have learned in class.

110. If a student thinks out a report carefully teachers will give him a T r
good grade, even if they don't agree with him.

111; The administration maintains friendly relations with the parents here. T V

112. Many students here seem boo in cuss. T

113. Students here value individualism; that is, being tifferent from others. T

114. Teachers here feel free to express themselves, even if their views are T
contrary to those of the administration.

115. Clear and careful thinking are moat important in getting a good grade T
on reports, papers, discussions, and tests.

1160 personality, pull, and bluff get students through some courses here. T r
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117. Students having trouble with their courses Eind it difficult to get
help from teachers.

118. This school doesn't offer many opportunities for students to get to
knots important works of art, music and drama.

119. Classes in hintory, titOrAtttrA, .0 arts are *Tftng the *,st lihod ham

120. Many teachers here are more interested in practical applications of
what they are teaching than in the underlying theory.

121. There is a lot of interest among students, here in learning for its
own sake, rather than just for grades or for graduation credits.

122. Teachers require that students work at home on problems which they
cannot solve in class.

123. Science labs here have poor equipment.

124. Teachers here often encourage students to consider careers in areas
related to the subjects they are teaching.

125. Few students try hard to get on the honor roll.

126. The administration makes its policies for teachers clear and does
not tolerate deviation.

127, Teachers do nothing more than repeat what's in the textbook in some
classes here.

128. Many students hers want to take more courses in science than are
required.

129. The administration here does not encourage friendly relations between
students and teachers.

130. Students here are not encouraged to take courses in such aroas as
art, music, or dramatics.

131. Very few students here ever listen to classical music.

132. Most students here don't do much reading.

133. At this school students are seldom encouraged to undertake independent
projects.

134. Most ;wants in this school are apathetic to school policies.

135. There is not much emphasis by teachers here on preparing for college.

136. Many students here are planning careers in science.

137. Outside of class most teachers Lind time to chat with students.

138. Teachers here go out of their way to try to liberate the student
from his preju6ices and biases.

X39. A student who is interested in art or music is likely to be regarded
as a little odd by other students.

140. Many of the students here don't do much except go to classes and study.

141. Some of the teachers treat questions in class as if the students
were criticising them personally.

142. The guidance counJelors here most often recommend majoring in
science in college.
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143. Teachers here encourage students to value knowledge for its own sake, T P
rather than just for grades.

144. There is not much interest in science clubs among students hare. T P

145. The teachers here really talk with the students, not just at thee. T F

146. Student discussions on national and international news are encouraged T F
in class.

147. Very few students here would be interested in a field trip to an ert T
museum.

148. There is a lot of competition for grades here. T P

149. In this school teachers do not adjust assignments and projects to T F
the individual student's interests.

150. The teachers hers encourage the students to take as many science T F
courses as possible.

151. Teachers here are really skillful at getting studeilits to work to T F
the limit of their ability.

152. Students here tend to like science courses acre than other courses. T F

153. At this school, students are expected to be nature enough to handle T F
their own problems.

154. Teachers frequently urge students to consider the influence of T P
history on current events.

155. Students here are vary such aware of the competition to get into college. T P

156. Most students here dress and act pretty much alike. T

157. When students get together they seldom talk about scientific topics.

158. Teachers here often present macs material than the students can handle. T

15,. A lot of students here are content just to get by.

160. The school library has a poor collection of science books and magazines.

161. Parents of students here sees interested in their children's progress.

162. Many students here seem to have faulty problemss T F

163. Teachers here are eager to discuss their etudents' problems with T P
parents.

164. The administration here values a friendly relationship between T F
teachers and parents.

165. The administration is usually willing to oomph, with teachers' T P
requests.

166. Parents often ask for appointments with teachers to discuss their T P
children's school work.

r
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167. How would you rate the Parent-Teacher
Organisation at this high school?
(Check one.)

A-27

1 both constructive and useful
2 0 mediocre or poor
.3 0 a useless formality
4 Ban obstacle
S there isn't one at this echos!,

160. From what high school were you
graduated? (Check one.)

1 0 this high school
2 8 another high school in this city

city but in this state
4 0 a high school outside this *tat*

10,. Mae your high school (01amdt one.)

1 public
2 parochial or diocesan
3 Eig private, religious affiliated
4 u private, not religions affiliated

other (Mutt

PO. In what type of institution Wpm
take the largest part of your college
education? (Chadic one.)

1 C3 public (tax supported) university
or land grant college

2 0 public teachers college or normal
school

3 other public college
4 0 nonpublic (privately supported)

university
3 0 nonpublic teachers college or

normal school
w other nonpublic college

171. Whot is the biabiatcollage degree you
hold? If you hold %degree sot listed,
check the one that is cost nearly
eqpivalent to the oas mislaid. No
not report honorary degrees. Klock
only one.)

1 (3 no degree
2 0 a degree based on less than four

years' work
3 a bachelor's degree
4 a master's degree
s a iloctoral degree

rar..4**.

172. In which of the following areas did
you 2,42g as an undergradqate? If you
had a double major in 0011, than one
area, choose the one in which you had
the moat hours. (Choose only one
ansm.)

10 mathanatics20 humanities (e.g. literature,
history, etc.)

38 physical or biological sciences
4 (mist sciences (e.g. err.Acnice.

psychology, sociology, etc.)
nos arts
foreign languages

748 s
business
wimming

!CI physical education00 education (ether than physical
education)

it0 other (What?

173. that is your major field of is
study? (Choose only one answer.)

1C) I have done no graduate work.,20 *devotional administration and
supervision

3

1

secondary education
4 physical education
5 some other **motional specialty
0 humanities or fins arts
7 sciences. engineering. or

mathematics
410 business40 other (What?

AMILINIJ

174. Show much of your teaching time here do
you spend in teaching the subject for
which you are )at trained? (Check one.)

1 8 all teaching time
2 more than half-time

4 no teeing time
3 8 less than halt -tins

th

173. Are you required to teach any courses
for which you have not had mix formal
training?

10 yes
20 no

173a. If nat what courses are they?

11111111 VIMINEINNIIMMINIONIMINIPmABMIIIMININN
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207. Have you fulfilled Alithe formal
requirements for certifi,Jation by the
Board of Education for which you work?

I 0 yes
2 0 no

208. Have you ever published or are you in
the process of publishing any fiction,
non-fiction, or independent research,
either in the form of an article for a
journal, magmas*, or a book? Please
Lnclude gay. published material, no
matter what the field or purpose.

1 yet
20 no

208a. Ifni: please indicate the type
of publication.

209. Bow many years of experience as a
teacher have you had? Count this year
as one year of experience. (Check one.)

1 g 1-2 years
2 3-4 years
3 0 5-0 years
4 0 10-14 years
5 15-19 years
6 20-24 years
7 25-34 years
8 35-44 years
9 45 or more years

210. Bow long have you been a teacher a
SbAlichool7 (Check one.)

1 1-2 years
2 3-4 years
3 5-9 years
4 10-14 years
5 0 15-19 year*
6 20-24 years
7 0 25-34 years
8 0 35-44 years
9 45 or more years

211-214. Which of the following grade levels
do you teach? (Check as many as apply.)

9th grade
10th grade
11th grade
12th grade

215. that is the average number of clock
hours per week that you devote to the
teaching profession? Include all time
spent on activities which are required
or definitely expected of you ee pert
of your job whether you do the work at
school, at home, or elsewhere. (Check
one.)

1 less than 30
030-34

3 035-39
4 040-44
S 045-49
6 50-54
7 55-59
8 060 -64
9 GS or moral

216. During this school year, do you have
a part -time job in addition to your
regular teaching job here?

1 yes
20 no

216a. If yaw what sort of work do you
do? (Be specific.)

216b. How many hours, on the average, do
you work each week at your part-time
job?

hours

217. Bow did you spend most of last summer?
(Check only one.)

10 vacationing in the company of
other teachers

20 vacationing with family, friends,
or alone

30 taking courses in a college or
university

4 working hours a weak as a

ININ I I I I=

50 teaching summer school or tutoring
6 other ($peoifys

Fl
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218-228. Do you belong to any organizations:
clubs: lodges: or veterans, sports, or
church groups? (Cheek as many as apply.)

190 political clubs (League of Women
Voters. Retublican or nomoerat4e
Clubs)

19 E3 fraternal organisations (Elks,
ate.)

20 veterans' organizations (American
Legion, V.F.W, etc.)

21 civic or service clubs (Rotary,
Chmeber of Commerce, etc.)

22 religious social groups (Knights
of Columbus, etc.)

23 (3 hobby or sports grove
24 c3 youth organisations (YMCA, Scouts,

Campfire Girls, etc.)
25U I.R.A.
260 country club
270 American Federation of Teachers
280 other (Which ones?

229. Now do yoi lean in national politics?
(Check one.)

1 toward the sore liberal Democrats
2 toward the more conservative

Democrats
3 0 toward the more liberal Republicans
4 toward the more conservative

Republicans
5 toward a third party (Which?

6 x have no party leanings.

230. What is your current religious
preference? (Check one.)

1 Protestant (Which denomination?

)

2 Ratan Catholic
3 Jewish
4 other (Write ins

231. What is your age? (Check one.)

IC] under 21 years
20 21-25 years
30 26-30 years
4r1 31-35 year*
50 36-40 years60 41-45 years
70 46-55 years
80 56-65 years
90 66 or over

232. how much formal education did your
father have? (Check one.)

10 some grade school
20 finished grade school30 some high school
40 finished high school
50 some college
60 finished college
7[3 M.A., Ph.D., Ed.D., or professional

degree

233. What is your marital status? (Check
one.)

10 single, never married
2 married
3 1-1 widowed

4 Q divorced or legally separated

233a. If married now, or ever married, what
is (was) your spouse's occupation?

Oft (Please be specifics

I

231b. Trpe of employer or firm (NOT TIES
SPECIFIC MARSe but the general type --
such as "federal government," or "large
airplane factory," or "owns small retail
grocery store"):

234. What is your sex?

sale
2 female

In order to test the statistical adequacy of our sample, we need to knew the name of eachteacher who participates. The questionnaire will not be identified with your name;LUNIM. ale_ Confidlnia

Tour name:

Tour address:

tw;44- eto.,..
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As you know, this is a I'. Ay of the values of the student body of this high school and the
various groups within it as they affect a boy's or a girl's path through high school and
beyond. The categorical questions above provide only a crude way of learning this. Me
would appreciate sny further comments you might have about the school or its students which
are galavant to eur purpeae: Vnu pay the rariat114ng specs gft the q---"-Inalra or, it
necessary, an added sheet.

THAW YOU VENT MUCH POR YOUR COOPERATION, MO OUR AEST MIME TO WU:

, 44444 #...t...+., ,-. 4,7,'77.1,- -44 -
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STUDY OF HIGH SCHOOL EDUCATIONAL CLIMATES

conducted by

THE JOHNS HOPKINS UNIVERSITY

under a grant from

The United States Office of Education

Principals, Questionnaire

General School Characteristics*

.1iSource: Prostst Talent
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General Directions:

Mark an "X" in the parentheses (X) in front of the answer you choose for each
question. Be sure to mark only one answer for each question, unless the question

specifically states that you may mark more than one. A few of the questions ask
you to write in some numbers. Please write as legibly as possible. If you choose
the option "Other (Specify)" for any question, be sure to mark an "X" in the
parentheses as well as writing in your answer on the line provided. Also note that
many of the questions refer to last school year (i.e., the 1963-64 academic year).
PLEASE DO NOT OMIT ANY ITEMS. ALL ANSWERS ARE CONFIDENTIAL. THANK YOU VERY KM
FOR YOUR COOPERATION.

1. Type of secondary sdhool: 4. Does your school have midyear
promotions?

( ) 1. General comprehensive high
school ( ) 1. Yes

( ) 2. Academic or college preparatory ( ) 2. No
nigh school oily

( ) 3. School specializing in 5. How many school days were there in
commercial or office subjects your school year last year? (Write

( ) 4. School exclusively for superior in on the line below.)
students

2. Grades included in your school:

( ) 1. 9-12
( ) 2. 10-12

) 3. 11-12

days

6. Row many class periods a day does
each student usually spend in school?

( ) 1. 3 or fewer
C) 2. 4

3. 5
4.6
5. 7
6. 8 or more

3. Type of accreditation or official ( )

recognition: ( )

( )
( ) 1. Regional only ( )

( ) 2. State only

( )

3. Regional and State
4. Other (specify)

7. What is the usual length of a class
period?

( ) 1. 30 minutes or less
( ) 2. About 35 minutes

( ) 3. About 40 minutes
) 4. About 45 minutes

) 5. About 50 minutes
) 6. About 55 minutes or more

5. None
1~.
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8. What size is your average instructional 12. For which of the following special
class in science and math? groups does your school provide

specie..I, separate classes? Mark
as many as apply.

( ) 1. 5 or less c ) 7% 21 -23
( ) 2. 6-8 ( ) el. 24.26

) 3. 9-11 ( ) 9. 27-29
) 4. 12-14 ( ) 10. 30-32

t ) 5. 15-17 ( ) 11. 33.35
( ) 6. 18-20 ( ) 12. 36 or more

9. What is your average, instructional
class size in non-science courses?

) 1. 8 or fewer ( ) 7. 24-26
) 2. 9-11 ( ) 8. 27-2F
) 3. 12-14 i ) 9.30 -32
) 4, 15-17 ) 10. 33-35

( ) 5. 18-20 ( ) 11. 36-38
( ) 6. 21-23 .( ) 12. 39 or more

10. What is the average amount of homework
per day whicE a student in yuar school
is expected to do?

( ) 1. Students are not usually given
out of class assignments.

2. Less than 1 hour
3. 1-2 hours

( 4. 2-3 hours
) 5. 3-4 hours
) 6. 4.5 hours

) 7. More than 5 hours

11. Eby many study halls or periods a
week does the average student in
your school have during school hours?

t) 1. None
2. 1

3.2
( ) 4. 3
t ) 5. 4

( ) 6. 5

I: 1
( ) 9. 8
( ) 10. 9 or more

n r ,

( ) 1. Low I.Q. or mentally
retarded

( ) 2. Behavior or adjustment
problems, or record of
delinquency

( ) 3. Physical handicaps (specify
which)

( ) 4, Non- English speaking
) 5. Rapid learners
) 6. Special skills or talents

(e.g.i, art, music, science)
) 7. Math/difficulty
) 8. Reading difficulty
) 9. Speech difficulty
) 10. Special provision for all

(other) exceptional children
is made within their regular
class groups.

( )1:1. All (other) exceptional
children are-integrated
into regular classes with-
out special privileges.

( ) 12. Other groups (specify)

13. Which of the following types of
recognition for achievement are
available in your school? Mark
all that apply.

Honors courses or other
special 0Jumet
Privilege of taking
additional work
Dean's list, honor roll,
or other published list.
National Honor Society or
equivalent club
Special prizes or awards
Other special recognition
(specify)
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14. Does your school provide an accelerated curriculum for superior students? Mark
all that apply.

( ) 1. Yes, student classified as "superior" may enter an advanced curriculum
in any course.

( ) 2. Yes; advanced curricula are available in all courses for students
classified as "super ior" in that course area.

( ) 3. Yes, in one or more science courses for students classified "superior"
in science

( ) 4. Yes, in one or more math courses for students classified "superior" in
math

( ) 5. Yes, in me or more language courses for students classified "superior"
in language

( ) 6. Yes, in one or more courses other than math, science, or languages for
students classified "superior" in that course area

( ) 7. No

15. What opportunity is there for students in your school to obtain advanced
placement and/or credit in nollege?

( ) 1. We offer one or more courses that use the syllabuses of the Advanced
Placement Program of the College Entrance Examination Board.

( ) 2. We offer our own advanced courses to superior students and they take
the Advanced Placement Tests of the College Entrance Examination Board.

( ) 3. We offer no special advanced courses, but superior students from our
school have qualified for advanced placement in college by taking the
Advanced Placement Tests of College Entrance Examination Board.

( ) 4. Particular colleges that are familiar with our program give advanced
placement and/or credit to superior students in certain of their courses
for which they feel our program provides satisfactory equivalent
instruction.

( ) 5. No special opportunity for advanced placement in college is available.

16. What do the grades in subjects generally represent?

( ) 1. Primarily level of subject matter achievement
( ) 2. Primarily level of achievement relative to the achievement of classmates
( ) 3. Primarily achievement in relation to ability
( ) 4. Separate grades for achievement and achievement in relation to ability

are given for each course.
( ) 5. Separate grades are given for achievement and achievement relative to

the achievement of classmates for each course.
( ) 6. Other (specify)

17. What .kind of final course grades a:,e given in your school? Mark all that apply.

( ) 1. Letter grades
( ) 2. Numerical grades

( ) 3. Pass-Fail; or Pass-Doubtful-Fail; or Excellent-Satisfactory-Unsatisfactmy;
or similar two or three-category system

( ) 4. Written descriptive paragraphs
( ) 5. Conference with parent
( ) 6. Other (specify)

Owl.INNew.11MINIMVINIIMm...1,781.1.1m.INVIIIMEIA
1.41.1110111111MIIIMIMINIM
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18. What is the principal basis used to
assign pupils to most instructional
classes in your school?

( ) 1. Intelligence or aptitude test
OUVACO

( ) 2. Achievement test scores
( ) 3. School marks
( ) 4. Judgments of teachers or

principal
( ) 5. Some combination of the above

factors
( ) 6. Other (specify)

( ) 7. No effort is made to assign
pupils to particular in-
structional classes.

19. Which of the following statements

best describes your school's summer
program?

( ) 1. Students can take one repeat
course only.

( ) 2. Students can take as many as
two courses, but only repeat
work,

( ) 3. Certain students can take one
course of new work.

( ) 4. Certain students can take as
many as two courses of new
work.

( ) 5. There is no summer program in
this school system.

( ) 6. Other (specify)

.1.0. _1E1MM.,

20. Which of the following kinds of
courses are offered by your school
system in an organized summer school
program?

( ) 1. No courses are offered.
) 2. Non-credit courses only
) 3. Courses creditable toward

high school graduation only
( ) 4. Both credit and non-credit

courses

21. If a foreign language is studied by
a pupil, how many years work is
ordinarily renuired for him to
obtain graduation credit for that
language?

( ) 1. 1

( ) 3.

( ) 4. 2

( ) 5. 22

( ) 6. 3

( ) 7. 31 or more

22. In which of the following areas has
your school taken part in a large
scale inter-system tryout of a
special, experimental curriculum?

( ) 1. Math only
( ) 2. Science only
( ) 3, Non-science only
( ) 4. Math and science only
( ) 5. Math and non-science only
( ) 6. Science and non-science, not

math
( 7. Math, science, and non-science
( 8. None

23. In which of the following areas has
your school developed and tried out
its own special, experimental
curriculum?

( ) 1. Math only
( ) 2. Science only
( ) 3. Non-science only
( ) 4. Math and science only

) 5. Math and non-science only
) 6. Science and non-science, not

math
) 7. Math, science, and non-science
) 8. None
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24. Which of the following statements best describes the current use of teaching
machines in your school? (Teaching machines may be thought of as individual
self-instructional devices which automatically provide both learning material
and answers to student responses. They do not include the usual educational
films, slides, educational TV, etc.)

They are not now used; no use is foreseen within the next year or so.
They.are not now used, but plans are being made to experiment with
their use during the next year or so,
They are now being used sparingly on an experimental basis.
They are now being used regularly in a few cases.
They are now being used regularly in many instances.
Other (specify)

25. Which of the following best describes 28.
the changes which occurred in your
active enrollment-between the academic
years 1962-63 and 1963-64?

( ) 1. Up, by about 1-10%
( ) 2. Up, by about 11-20%

( ) 3. up, by 21% or more
( ) 4. About the same for the two

years
( ) 5. Down, by about 1-10%
( ) 6. Down, by about 11-20%

( ) 7. Down, by 21% or more

26. Estimate the average daily percentage
of absenteeism in your school during
last year.

( ) 1. 2% or less ( ) 6. 15-17%
( ) 2. 3 -5%

%
) 7. 18-

( ) 3. 6-8
18 -20%

) 8. 21-23%
( ) 4. 9-11% ) 9. 24-27%

) 5. 12.14$ ( ) 10. 28% or more

Tt. Which of the following best describes
the tenure situation in your school
system?

( ) 1, There is no formal tenure
system at this time.

( ) 2. Tenure is awarded to some
teachers, at the discretion
of school officials.

( ) 3. It is the policy to place
teachers on tenure, after a
period of time which depends
on the case in question.

( ) 4. Teachers are automatically
placed on tenure after a
certain fixed period of time
prescribed by school system
regulations.

In which of the following areas do
you feel that your school now needs
some additional staff members?
Mark all that apply.

( ) 1. Administrative
( ) 2. Supervisory
( ) 3. Counseling and guidance
( ) 4. Classroom teachers

( ) 5. Clerical
( ) 6. Janitorial maintenance

29. About how many books does your
school have in its library?

( ) 1. Less than 300

) 2. 300 -599

) 3. 600 -899

( ) 4. 900-1199
) 5. 1200-1499

) 7. 1800 -2099

) 6. 1500 -1799

) 8. 2100-2399
) 9. 24vv-2699

( ) 10. 2700 or more

30. About how old is the main building
of your school plant?

( ) 1. Less than 5 years old
( ) 2. 5-9 years

) 3. 10 -14 years
) 4. 15-19 years
) 5. 20-24 years
) 6. 25-29 years
) 7. 30-34 years

) 8. 35-39 years
) 9. 40 -44 years

) 10. 45 years or more



,

31. About how long since your school
received its last major renovation?

) 1. Less than 3 years ago
) 2. 3-5 years ago
) 3. 6-8 years ago
) 4. 9-11 years ago
) 5, lo_14 yowee agn

) 6. 15-17 years ago
) 7. 18-20 years ago
) 8. 21-23 years ago
) 9. 24 or more years ago

( ) 10. Has never had a major

renovation
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34. Does 1/4,4our school have homogeneous
grouping of students into classes,
to take care of different ability
levels?

1. Yes, for all courses
2. Yes, for many courses
3. Yes, for a few courses

( ) 4. No

35. How many tracks does your school
have?

32. Does your school system have midyear

graduations?

) 1. Yes, in all or almost all cases
) 2. In elementary schools, but 36.

not in high schools
( ) 3. In high schools, but not in

elementary schools
) 4. No

( ) 5. Other (specify)

33 Which of the following extra-curricular
activities are offered by your school?

MELELETTZIALITAZ.

1. Student Government
2. School newspaper

) 3. School magazine and/or annual
) 4. Inter-school athletics for boys
) 5. Inter-school athletics for

girls
) 6. Intramural athletics for boys
) 7. Intramural athletics for girls
) 8. Orchestra and/or band
) 9. Glee club
) 10. Fraternities, sororities, or

other =elusive ksocial clubs
i) 11. Rational Zonorary Society
) 12. Subject matter clubs (as math

club, music club, Latin club,
etc.)

( ) 13. Chess club
( ) 14. Hobby clubs (as stamp club,

model airplane club, Hi -Fi
club, etc.)

i) 15. Drama, plays
) 16. Debate
i) 17. Dances

) 18. Service clubs (as Key club,
wheel club, Hi -Y, etc.)

( ) 19. Religious clubs (as Newman
club, etc.)

( ) M. Other (specify)

) 1. One track

2. One track with electives
3. Two tracks

) 4. Three tracks

) 5. Four or more tracks

What is the policy on acceleration
in your school?

( ) 1. Bright students are permitted
to graduate from high school
in less than the normal time
by taking summer courses.

( ) 2. Bright students are permitted
to graduate from high school
in less than the normal time
by taking more than the
minimal, nusber of courses
during the school year.

( ) 3. Bright students are permitted
to graduate from high school
in less than the normal time
by taking examinations for
credit in courses they have
not taken.

) 4. No acceleration is permitted.
) 5. Other (specify)...

37. What is the policy in your school
regarding promotion of slow learners?

( ) 1. The pupil must repeat
courses in which he has done
failing work.

( ) 2. The pupil must repeat courses
in which he has done failing
work if he wishes to receive
credit for them.

) 3. The policy is 100% promotion.
) 4. Other (specify)
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38. About how many full-time teachers were
on your teaching staff last school

er, not counting counselors anor
-laanistrative personnel? (Include
the number of fullAimmo Amaivalonta of

part-time teachers.) Write in the
number on the line below.

teachers

39. About how many part-time teachers were
on your teaching staff last school year
on a regular basis? (Do not incluie
substitutes or those appointed for less
than one school year.) Write in the
number on the line below.

teachers

4o. For last school year, about what per-
centage of your full-time teachers
were men?

) 1. None ) 7. 50-59%
) 2.0 -9%
) 3. 1049% ) 9. 70T9%
) 4. 20.29% ) 10. 8$3.89%

) 5. 30-39% ) 11. 90-99%

) EL 60-60

( ) 6. 40.4916 ( ) ie. All

41. About bow many full -time teachers left
your school during year
and had to lieFiiaac--.?
number on the line below.

teachers

42. For last school year, about how many
of your full time teaches had a
Bachelor's degree, but not a Master's
or a Doctor's degree? Write in the

11 I

number on the line below.

teachers

43. For last school year, about how many
of your full -time teachers had a
Master's degree, but not a Doctor's
degree? Write in the number on the
line below.

teachers

-.:11t*Arte.5442.

44. For last school year, about bow many
of your full-time teachers bad a
Doctor's degree? Write in the
number on the line below.

teachers

45. For last school year, about what
percentage of your full-time teaching
staff was !tally certified by your
state? (Do not include those holding
temporary or provisional certifica-
tion.)

1. None
2. 0-9%
3. lo-19$

) 4. 20 -29%

5. 30)
6. 44,-49%

) -39%

)

L
. 50-50

) E
7
6040

() 9. 70-79%
) lo. 80-e0
) 11. go-

{ 12. All

46. For last school year, about what
percentage of your full-time teaching
staff spent more than half of their
teaching time teaching in their
major area of preparation?

8. 60-69%

9. 70 -79%

7. 50-59%

.0. 80-89%

12. All

47. For last school year, about bow many
of your full -time teachers had some
graduate training in one or more of
the subject matter wane they taught?
Write in the number on the line
below.

) 1. None
) 2. 0-9%
) 3. 1049%
) 4. 2D-29%

)

teachers

48. For last school year, what was the
annual starting salary in your school
for male secondary teachers with a
Bachelor's degree and no experience?
Write in the salary on the line
below.

per year
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49. For last school year, what was the annual starting salary in your school for

femel4F. secondary teachers with a Bachelor's degree and no experience? Write
in the salary on the line below.

yer year

50. About what percentage of the pupils attending your school this school year
attenied a different school last year? (Do not include pupils wino started in
the lowest grade in your school this year7,--'

1 1

1. OA%
2. 9-9%
3. 10-14%
14. 15-19%
5. 20.24%
6. 25-29%

8. 33:391
9. 40-14

I tt1901
( ) 12. 5596 or more

51. About what percentage of the pupils who attended your school last school year
are =sir attending a different school? (Do not include graduates.)

1

1. 0-14
2. 5 -9%
3. 10-14
It. 15-19%

i t. :5::ig

) 7. 30-34
) 8. 35-39%
) 9. 40-14%
) 10. 14549%
) u. 50-54
) 12. 55% or more

Questions 52 through 58 refer to the table of percentages below. For each
item mark an "X" in the parentheses to show the correct percentage.

For last school year, about what percentage of your pupils were in each of
the following school programs?

0 10- 20-
"liercent-:eCate onte'l
52. College, Prep. )

53. Commercial and/Or
Digtelutive !due.

54. Industrial, Trader
and/or Vocational

55. Diversified Co'
operative Bdua.

56e Agricultural

57. General Diploma
(not one of the
above)

58e Other (not one
of the above)
Specify

11111116001111.1111611b

30- 40- 50- 70- 80- 90-
39 49 9 AU
() ) ) ) ).L rr

( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( )

( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( )

( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( )

( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ) ( ) ( )

( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( )

( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( ) ( )
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59. During the last school year, about
what percentage of your students
wore required to appear before
juvenile courts for one or more
offenses?

) 1. None ( ) 6. 5%
) 2. 1% ( ) 7. 6%

( ) 3. 2% ( ) 8. 7%
( ) 4. 3A ( ) 9.8%
( ) 5. 4% ( ) 13. 9% or more

6o. On the average, about what percentage
of all boys who enter your 10th grade
drop out before graduation? (Do not
include boys who transfer in your
calculations.)

(

(

)

)

))

)

)

)

1.

2.

4.

5.

6.

0.9%
10-19%
20-29$

9%

30-39%
4o-49%
50% or more

61. On the average, about what percentage
of all girls jar) enter your 10th grade
drop out before graduation? (Do not
include girls who transfer in your
calculations.)

) 1. 0-9%
) 2. 10-19%
) 3. 20-29161

( ) 4. 30 -39%

( ) 5. 40-49%
( ) 6. 50% or more

62. About what percentage of the boys in
your graduating senior class lest
year went on to college?

(

(

(

(

(

(

)

)

)

)

)

)

1. None

2. 0-9%
3. 10-19%
4. 2o-29%

5. 50-39%
6. 4o-49%

(

(
(

) 7. 50-59%
) 8. 60-69%
) 9. 7o-79%

) lo. 8o-89%
) 11. 90-99%
) 12. All

63. About what percentage of the girls
in your graduating senior class last
year went on to college?

%

( )

)

()
( )

( )

NMI"
2. 0-9%
3. lo-195
4. 20-29io

5. 30-39%
6. 4o-49%

(

(

(

(

(

(

) 7. 50=59%
) 8. 60-69%

) 9. 70-79%
) lo. 80-89%
) 11. 90-99%
) 12./All

64. Approximately what percentage of
your students go on to get some post
high school education or training of
some kind other than the usual junior
college oi47.iiirGilege program?
(Do not include military service or
post graduate high school work.)

Less than 5%
) 2. 5-9%
) 3. 10-14%
) 4. 1519%

20--24%

g:

25-29%

) 7. 3o-34%
11.6 35-39%

4o-44%
10. 45% or more

65. Estimate the percentage of your
students who go on specifically to
letor collegt (whether or not they
intenff to continue their college
work elsewhere, later).

Less than 5%

5-9%
10-14%
15-19%
20-24%
25-29%
30-34%

35-39%
4o-44i
4596 or more



66, During last school year, what per-
centage of your students took some
course or special classwork in
remedial arithmetic or rem

mathematics?

edial

1.

2.

3.

4.

5.

6.

o-4%
5-9%
10.14%
15 -19%

20.24%
25% or more
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67. During last school year, what per-
centage of your students took some
course or special classwork in
remedial reads ng and/Or remedial
English?

) 1. 0-4%(

( ) 2. 5-9%
) 3. io-14%
) 4. 15.19%

( ) 5. 20-24%
( ) 6. 25% or more

618. For last school year, what per-
centage of your students took repeat
or remedial summer school work?

( ) 1. 0-4%

( ) 2. 5-9%
( ) 3. 10.14%
( ) 4. 15.19%

( ) 5. 20.24%
( ) 6. 25% or more

69. About what percentage of boys in your
school are members of fraternities?

) 1. No fraternities at this school
) 2. 0-4%

3:.1 1014%
i) 5. 15.19%

) 6. 20.24%

( ) 7. 25-29%
) 8. 30 -344

) 9. 35-39%
) io. 4o-44%

( ) 11. 45-49t
( ) 12. 50-54
( ) 13. 55f or more

70. About what percentage of girls in
your school are members of sororities?

) 1. No sororities at this school
) 2. 0-4%

( ) 3= 5-9%
) 14. 10-114
) 5. 15-19%
) 6. 2024%
) 7. 2549%
) 8. 30-310%

) 9. 35-39%
) lo. 40.414
) 11. '5-49%
) 12. 50-54
) 13. 55% or more

71. For last school year, what per-
centage of your students took new
work in summer school?

( ) 1. None, because of school
policy

( ) 2. 0-4%

( ) 3.5 -9%
4.

5. 13:13
( ) 6. 20% or more

72. During last school year; what per-
centage of your students were on
half-limy sessions (i.e., double
shifts)?

) 1. None
) 2. 0-9%
) 3. 10 -19%

) 4. 20 -29%

) 5.30 -39%

7.. i;gfi5g

) 8. 6o-69%

) 9. 70-79%
) o 8o-89%
) 11. 90-99%
) 12. All of them

r.14..FWvIss
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73. Has a citizens group made a study of
your school in the last three years?

( ) 1. Yes, an age-grade study

76. The residences in the area served by
your school are best described as
primarily

( ) 2. Yes, a study other than age - ( ) 1. expensive private homes
grade ( ) 2. moderate-priced homes

( ) 3. No, but an age-grade study is ( ) 3. low cost homes
planned for this year or next ( ) 4. high-rental apartments

( ) 4. No, but a study other than
age-grade is planned for this

)

)

5. moderate- rental apartments
6. low rental apartments

year or next ( ) 7. low income areas
( ) 5. No, and no study is currently ( ) 8. about equally apartments

planned

74. For approximately what percentage of
your students are one or both parents
members of the PTA?

( ) 1. No PTA
( ) 2. Less than 7%

) 3. 7-13%
) 4. 14-20%

) 5. 21-0
) 6. 28-34%

( ) 7. 35-44
( 8, 42.ha4
( ) 9. 49-59%
( ) 10. 56-60
( ) 11. 63% or more

75. On the average, how often does your
PTA meet?

) 1. About once a week or oftener
) 2. About once every two weeks

) 3. About once every three weeks
) 4. About once every four weeks
) 5. About once every five weeks
) 6. About once every six weeks

i)

) 7. About once every seven weeks
8. About once every eight weeks

( ) 9. About once every nine or more
weeks

) 10. Only irregularly
) 11. There is currently no

organized PTA in this school.

and homes

77. Students in your school come froze
areas which are best described as
primarily

( ) 1. urban residential
) 2. urban industrial
) 3. urban commercial
) 4. suburban residential
) 5. suburban industrial

( ) 6. suburban commerelal

( ) 7. scattered crier the entire
city (larger than 5000

people)
( ) a. small town (under 5000

people
( ) 9. rural - farm
( ) 10. Other (specify)

78. In dollars per year, what was the
average per-pupil expenditure for
all purposes in your school system
last year? (Write in in the blank
provided.)

per year

79. In dollars per year, what was the
average per-pupil expenditure for
all purposes in your school last
year? (Write in in the blank
provided.)

per year

1
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80. What is the current 1;chioll tax rate in 83.
the community where your school is
located? (Write in in dollars per
$1000 of evaluation in the blank
provided.)

per year per $1000 of
evaluation

81. Approximately what percentage of school
support is obtained from local (city,
county, school district) sources?

( ) 1. None ( ) 7. 50-59%
( ) 2. 0-996 ( ) 8. 6o-69%
( ) 3. 10-10 ( ) 9. 70-79%

) ( ) lo. 80-89%
) 5. 30-39% ) 11. 9o-99%
) 6. 4o-49% ) 12. All

82. Which of the following community
facilities are readily available to
the students in your school? Mark an
I:19z all that apply.

How many years have you been a
principal ( or assistant principal)
in any school?

( ) 1. Fewer than 5

( ) 2, 5-9
( ) 3. 10-14
( ) 4. 15-19

( ) 5. 20 -24

( ) 6. 25 or more

84. Row long have you been principal in
this school?

( ) 1. This is my first year.
( 2. This is my second year.
( ) 3. This is my thild year.
( ) 4. 3-5 years

6. 9 -11 years
( ) 7. 12-14 years

) 8. 15-17 year
k ) 9. lb-20 years
( ) 10. 21 years or more

)

)

)

1. Public Library
2. Maseum

3. Opera

85. What
degree

is the highest earned college
you bold?

( ) 4. Concerts ( ) 1. No college degree
( ) 5. Community Theater, Amateur

Theater
( ) 2. Junior College or less-than-

four-year teachers college
( ) 6. Legitimate Professional Stage degree
( ) 7. 4.4( Club Chapter

( ) 3. Bachelor's degree or four-
( ) 8. Boy Scout Troop or similar year teachers college degree

group ( ) 4. Master's degree
( ) 9. Girl Scout Troop or similar

group
( ) 5. Professional Diploma

(Master's + 30 graduate
( ) 10. Public Recreation Center hours)
( ) 11. Public Swimming Facilities ) 6. Doctor's degree
( ) 12. Fhture Nurses Club

) 7. Other (specify)
) 13. Art Gallery
) 14. Teen-age Centers
)

)

)

15. Future Farmers of America
16, Future Teachers of America
17. Other (specify)

86. Which
degrees

of the following honorary
do you hold if any?

) 1. No honorary degree
) 2. Litt. D. of

Literature or Letters)

) 3. LL.D. (Doctor of Laws)
) 4. D. Sc. (Doctor of Science)

( ) 5. Other (specify)

.11111ININSOMIV

( ) 6. More than one of the above
listed degrees

Continued on next page
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We would appreciate any comments you might have about your school, its students,
and staff which are relevant to our purpose of assessing the impact of educational
and social climates of high schools on the academic mid social behavior of adoles-
cents.

, J,,,f
41,..
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Inventory of Aptitudes and Abilities

Test Booklet

General Directions:
Be sure that your name and the name of your school are on your answer cards.

DO NOT OPEN THE BOOKLET UNTIL TOLD TO DO SO

Source; Project Talent
University of Pittsburgh, 1%0

-

Aaarty'r;



PRECEDING PAGE BLANK- NOT FILMED

A-47

ABSTRACT REASONING

Directions: Each item in this test congbis of a set of
figures arranged in a pattern, formed according to certain
rules. Look at the pattern in the sample item.

A BCDE
The qaesdon mark in the lower right corner of the box

shows where a figure is missing in the pattern. You are
to deckie which of the five figures (A, II, C. D. or 8)
under the pattern belongs where the question mark is. In
the case of the sample item above, the figure at the left
in the bottom row is larger than he one atx:ve it but
otherwise the same. In the top row the figure at the right
is the same as the one to the left of it except that it has
been turned upside down. Following these rules, the
missing figure should be larger than the one above it, and
exactly the same size as the one to the left of it, but up-
side down. Therefore D is the sieswer to this problem.
You can see that answer D has been blackened in tke
sample item on your am NW card.

In each problem you are to decide what figure belongs
where the question mark is in the pattern. To do this you
have to figure out what the TWO is according to whiTh the
drawings change, going from row to row, and what the
rule is for the changa going from column to column. The
items have different kinds of patterns and different tutu
by which the drawings change.

Stop WM
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Go on to the next page.
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A B CA 13 C

14

o E Lito?
A C

D

emosotraMMID

stop here. Go bath and cheek your work
ou this test (pages 3-7).

Wait for further directions.
Do sat turn the pegs.

-f.5::^47'"A14 ."` s 4:4 '%M. ", ,



A-52

MATHEMATICS

. The number thirty tiriusand four hundred twelve
equals

A. 3000040012
B. 30000412
C. 34112
D. 30412
E. 3412

2 . 3.4 + .20 =
A. .360
B. .54
C. 3.42
D. 3.6
B. 5A

3. 1/3 + 1/4
A. 1/7
B. 1/12
C. 7/12
D. 12/7
E. mono of then

3/5
A) 1

C. 5/3
B. 3/5

D. 9/25
E. none of dote

Go on to the nest pap.

;7iqt. iY" 4. 407,,,. 4 -
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Se if -- = the value of x is

x 3

A. 1%
D. 2%
C. 6
D. 24
IL none of :hese

6. 11/7 equels
A. 1%1
B. 1%
C. 1%
D. 1%2
1. none of these

A. 53

10. 4sts 31 squab
x

D. x(4x 3)
C. (40 3)x
D. 4s(x 3)
NJ. moms log men

iii Ifx+y=6and 3xy= 2,thevalueofyis
A. 6
S. 2
C. 3
D. 4
Z. none of these

7 . lfyx 2s + 1, what is the vase of y when
A. 1
B. 2
C. 7D. 7E. 5

= 37

12. The difference
times
What

A.

a.

C.

D.

&

between four times a member and two
the somber is three more than the amber.
is the samba?

I
3

2
.1

3

6

6. If s is the side of a certain square, the skis of a
square whose area is four times as large equals

A s + 2
D. 2s
C. s 4- 4
D. 4s
& as

9. Which of these equations should be solved by divid-
ing 79 by 42?

A. 42x = 79
B. 79x = 42
C.

79
42
79

D.
42

42
E. = I

e^"fo i.

13. How mash values of x will satisfy the equation
31x 411.2x = 0?

A. None
D. Gee
C. Tiro
D. Three
/A Four

v4 equals

A. 2v*
D. (2v)s

C. vi-v+v-I-v
D. 4VV
& cons GI thas

Co on to the next page.

"1:1'
"1
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15 . What k the Int step in sohrkig the following equa-
tion?

25x 49

I I
911+4

A. Addition
8. Subtraction
C. Multiplication
D.
Z. Computing a spew, root

23. Dick's age is two yam km than twice George's age.
The sum of their ages is 46. If Oeoree's age is a,
which of the following equations is correct?

A. 3x 2 = 46
D. 3x + 2 = 46
C. a 2 = 46
D. 21 2 = 46
Z. + 2 = 46

22. 11 + da 4- 1 = O. V: = 19 what does d equal?
A. 1

16 . and d an: two whole numbers and it b net H. 2
wive, ft cut ee =Wooded that C. 1

A. both a and d vs aegatim.
B. nether n son 41 is native.

D.
Z.

7
0

C. n is titlarks and d is positive.
D. 1 is negative and n is positive.
Z. either d or n is nept, and the other is

positive.

U. In the square root of 47421.65337 how way tEgits
-e there to the kh of the dechnal point?
(Hint: Do not congas the square root.)

A. 2
H. 3
C. 4
D. 5
E. 10

10 appose the sum of two two-digit numbers is a
three-digit webers What b the lint digit of the sum?

A. 1

B. 2
C. 4
D. More infoonados is needed to answer the

question
Z. None of than

19 . Vibkh of these ansibers k dowel to tie product
of 3,996,741.93 sad 7,019.1021? (Hist: Do not
sets de the maltiplimnios.)

A. 4,000,000
11. 35,000,000
C. 400000
D. 35,000000000
Z. 42,000,000,000

.11To=
A. .002
B. .02
C. 2
T,./. 2
Z. 20

23. The width (w) of a rectangular piece of do is bait
its length. If a square with a side equal to x is cut
from each corner, as shown in the diagram above,
what is the area of the tin remaining?

A. 2w2 *al
D. w2
C. 2w2 4x
D. 2w(w-2x)
Z. Nye of these

4ro24. 11 x = what dose b equal?

A.

D.

C.

E.

2
cx 4ttt

4m
2x +e
4m ex

2m

2x
cx 4m

stoop Wei Go back
and *vet! !mut work.

4, Jr '

j *1. 4.14 ,
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TABLE 8-1

ITEMS AND ITEM STATISTICS FOR PRESS SCALES BASED ON EITHER
STUDENTS' OR TEACHERS' PERCEPTIONS OF SCHOOL ENVIRONMENT

Variable 1: Student Perception oflacilltypre#s Toward Scientimme

Scale Reliability*: = .26

Spearman-Brown Prophecy Reliabilityd = .47

224. Science labs here have poor equipment. (F)

235. Science teachers here expect awl get more work out of students
than do other teachers. (T)

243. The guidance counselors here most often recommend majoring in
science in college. (T)

251. The teachers here encourage the students to take as many science
courses as possible. (T)

Variable 2: Student Perception of Student Press Towar4 Scientimme

Scale Reliabilityc = .53

Spearman-Brown Prophecy Reliabilityd = .74

229. Many students here want to take more courses in science than
are required. (T)

237. Many students here are planning careers in science. (T)

245. There is not much interest in science clubs among students here. (F)

253. Students here tend to like science courses more than other
courses. (T)

11.111.11MID

zb vs

78.6 .61

45.1 .62

18.8 .70

27.6 .71

zb re

44.4 .62

56.3 .71

46.0 .31

24.5 .68

Variable 3: Student Perception of Student Press Toward Social Conformitf

Scale Reliabilityc = .34

Spearman-Brown Prophecy Reliability
d
= .72

214. Students here value individualism; that is, being different
from others. (F)

257. Most students here dress and act pretty much alike. (T)

Variable 4: Student Perce tion of Student Press Toward Estheticism

Scale Reliabilityc = .42

Spearman-Brown Prophecy Reliability
d

.64

220. Classes in history, literature, mild art are among the best
liked here. (T)

232. Very few students here ever listen to classical music. (F)

240. A student who is interested in art or music is like- to be
regarded as a little odd by other students. (F)

248. Very few students here would be interested in a field trip
to an art museum. (F)

;Tr

zb re

60.6 .92

69.0 .92

Xb re

37.7 .41

28.4 .56

64.3 .66

52.8 .67



TABLE B-I (continued)

Variable 5: Student Perception of Faculty Press Toward Humanisma

Scale Reliabilityc = ,47

Spearman -Brown Prophecy Reliability
d
= .64

219. This school doesn't offer many opportunities for students to
get to know important works of art, music and drama. (F)

231. Students here are not encouraged to take courses in such
areas as art, music, or dramatics. (F)

239. Teachers here go out of their way to try to liberate the
student from his prejudices and biases. (T)

247. Student discussions on national and international news are
encouraged in class. (r)

255. Teachers frequently urge students to consider the influence
of history on current events. (T)

Variable 6: Student Perception of Facult Press Toward Vocationalisma

209. Many teachers here stress the practical uses of their subjects
in helping students to get a good job. (T)

221. Many teachers here are more interested in practical appli-
cations of what they are teaching than in the underlying
theory. (T)

Variable 7: Student Perception of Faculty Press Toward Enthusiaana

Scale Reliability
c
= .32

Spearman-Brown Prophecy Reliability
d

.61

215. It is difficult to take clear and usable notes in most
classes here. (F)

227. Teachers clearly explain what students can get out of their
classes and why it is important. (T)

213. Many classes here are boring. (F)

Variable 8: Student Perception of Faculty Press Toward Supportivenessa

Scale Reliabilityc = .55

Spearman-Brawn Prophecy Reliability
d

.75

218. Students having trouble with their courses find it difficult
to get help from teachers. (F)

230. Teachers here often make cutting or sarcastic remarks to
students in class. (F)

238. Outside of class most teachers find time to chat with
students. (T)

246. The teachers here really talk with the students, not just
at them. (T)

qb
r
e

74.2 .68

59.5 .55

48.0 .51

61.9 .63

70.2 .59

7.
b

r
e

59.0 .69

52.7 .85

%b r
e

72.4 .74

64.2 .62

39.0 .55

b
I re

80.8 .76

52.5 .65

66.1 .64

67.7 .78
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TABLE B-1 (continued)

Variable 9: ata1aatArcetio.L1tlhetLf,_.ITmstrlLUn4spttidencea

Scale Reliabilityc .37

Spearman-Brown Prophecy Reliabilityd = .59

211. If a student thinks out a report carefully teachers will give
him a good grade, even if they don't agree with him. (T)

234. At this school students are seldom encouraged to undertake
independent projects. (F)

242. Some of the teachers treat questions incises as if the
students were criticising them personally. (F)

250. In this school teachers do not adjust assignments and
projects to the individual studeut's interests. (F)

210.

222.

233.

249.

256.

226.

260.

%
b

r
e

73.7 .72

66.6 .73

61.1 .71

33.4 .66

Variable 10: Student Perceptimof Student Press Toward Intellectualisma

Scale Reliabilityc = .33

Spearman-Brown Prophecy Reliability
d

= .6L

b
r

Students seldom get together on their own time to talk about
things they have learned in class. (F) 37.1

There is a lot of interest here in learning for its own sake,
rather than just for grades or for graduation credits. (T) 50.6

Most students here don't do much reading. (T) 61.2

Variable 11: Student Perception of Student Press Toward Coen etition-Achievements

.71

.62

.72

Scale Reliabilityc = .42

Spearman -Brown Prophecy Reliabilityd = .64

%
b

r
e

There is a lot of competition for grades here. (T) 70.8 .89
Students here are very much aware of the competition to get
into college. (T)

89.6 .90
Few students try hard to get on the honor roll. (F) 67.7 .9/
A lot of students here are content just to get by. (F) 15.2 .76

Variable 12: Student Perception of Faculty Press

Scale Reliabilityc = .35

Spearman-Brown Prophecy Reliabilityd = .64

xb r
e

244. Teachers here encourage students to value knowledge for its own
sake, rather than just for grades. (T)

216. Clear and careful thinking are most important. in getting a good
grade on reports, papers, discussions, and tests. (T)

228. Teachers do nothing more than repeat what's in the textbook in
many classes here. (F)

79.4 .87

92.8 .87

53.8 .87
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TABLE B-1 (continued)

411 ,11,11111M.Iall

Variable 13: Student Perception of Faculty Press Toward Corpetition-Achievements

Scale Reliability° = .29

Spearman-Brown Prophecy Reliability
d
= .51

212. It takes more than memorizing what's in the textbook to get ea
"A" in courses here. (T)

236. There is not much emphasis by teachers here on preparing for
college. (F)

252. Teachers here sre realty skillful at getting .nudents to work
to the limit of their ability. (r)

217. Personality, pull, and bluff get students through some courses
here. (,17)

Variable 14: facultPercetiotPressTatiard Scientiga

Scale Reliability° = .22

Spearman-Brown Prophecy Reliabilityd = .41

160. The school library has a poor collection of science books
and magazines. (F)

123. Science labs here have poor equipments (F)

142. The guidance counselors here most often recommend majoring
in science in college. (T)

150. The teachers here encourage the students to take as many
science courses as possible. (T)

Variable 15: Facult Perce tion of Student Press Toward Scientiame

Scale Reliability° = .57

Spearman-Brown Prophecy Reliability
d
= .77

128. Many students here want to take more courses in science than
are required. (T)

136. }any students here are planning careers in science. (T)

144. There is not much interest in science clubs among students
(F)

152. Students here tend to like science courses more than other
courses. (T)

%
b

r
e

80.6 .75

GI.9 .71

42.4 .64

46.2 .62

%b r
e

80.8 .58

79.9 .58

11.5 .78

49.6 .87

%
b

r
e

60.1 .72

70.1 .80

61.i .68

30.3 .75

Variable 16: FacultxEmatiapafStudenT Press Toward Social Conformity

Scale Reliability° = .31

Spearman-Brown Prophecy Reliability
d
= .77

113. Students here value individualism; that is, being different
from others. (F)

156. Most students here dress and act pretty much alike. (T)

%b
re

60.1 1.00

82.5 1.00

Le'S70 AO' - , , iiiiattMidkOftigt6s"
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TABLE 8-1 (continued)
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Variable Li: Facult Perce tion of Student Press Toward Estheticism"

Scale Reliabilityc = .52

Spearman-Brown Prophecy Reliability
d
= .73

119. Classes in history, literature, and art are among the best

liked here. (T)

131. Very feu students here ever listen to classical. music. (F)

139. A student who is interested in art or music is likely to be

regarded as a little odd by other students. (F)

147. Very few students here would be interested in a field trip

to an art museum. (F)

Variable 18: Faculty Perception of Toward Humauisma

Scale ReliabilityC * .48

Spearman -Brown Prophecy Reliability
d
= .65

118. This school doesn't offer many opportunitien for students to

get to know important works of art, music and drama. (F)

130. Students here are not encouraged to take courses in such

areas as art, music, or dramatics. (F)

138. Teachers here go out of their way to try to liberate the

student from his prejudices and biases. (T)

146. Student discussions on national and international news

are encouraged in class. (T)

154. Teachers frequently urge students to consider the influence

of history on current events. (T)

zb
r
e

49.5 .51

59.8 .72

84.2 .91

74.1 .83

Xb re

75.0 .99

79.4 .99

74.5 .99

93.0 .99

88.3 .99

Variable 19: Facultylerception Press Toward Vocationalisma

Scale Reliability° = .34

Spearman-Brown Prophecy Reliability
d
= .72

120. Many teacher; here are more interested in practical applications

of what they are teaching than in the underlying theory. (T)

108. Many teachers here stress the practical uses of their subjects

in helping students to get a good job. (T)

Variable 20: Factscspiarlaffasplty Press Toward Enthusiasm"

Single 'teal-Reliability Cannot Be Computed

112. Many students here seem bored in clews. (F) .

grr.17N

xb re

38.8 1.00

60.7 .63

re

60.3 1

.;4

t
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TABLE B1 (continued)
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Variable 21: Faculty Faculty

Scale Reliabilityc = .45

Spearman-Brown Prophecy Reliability
d

= .73

117. Students having trouble with their courses find it difficult
to get help from teachers. (F)

137. Outside of class most teachers find time to chat with students. (T)

145. The teachers here really talk with the students, not just at
them. (T)

Variable 22: Facult Perce tion of Facult Press Toward Inde endencea

Scale Reliabilityc .32

Spearman-Brown Prophecy Reliability
d

= .54

110. If a student thinks out a report carefully teachers will give
him a good grade, even if they don't agree with him. (T)

133. At this school students are seldom encouraged to undertake
independent projects. (F)

141. Some of the teachers treat questions in class as if the students
were criticising them personally. (F)

149. In this school teachers do not adjust assignments and projects
to the individual student's interests. (F)

Xb

92.5 1.00

78.1 1.00

88.4 1.00

Xb r
e

94.8 1.00

84.7 1.00

79.7 1.00

72.6 1.00

Variable 23: FacaltPercetioacultPressToward Academic &MOWRY.

Scale Reliabilityc .49

Spearman-Brown Prophecy Reliabilityd c .83

114. Teachers here feel free to express thoiselves, even if their
views are contrary to those of the ausioistration. (T)

165. The administration is usually willing to comply with teachers'
requests. (T)

109.

121.

132.

b
r
e

71.1 1.00

87.6 1.00

Variable 24: Faculty Press Toward Intellectualism*

Scale Reliabilityc .44

Spearman-Brown Prophecy Reliability
d

.72

b
re

Students seldom get together on their own time to talk about
things they have learned in class. (F) 55.4 .70

There is a lot of interest among students here in learning
for its own sake, rather than just for grades or for grad-
uation credits. (T) 33.7 .66

Most students here don't do much reading. (F) 75.7 .86



148.

155.

125.

159.

115.

127.

143.

8-8

TABLE 8-1 (continued)
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Variable 25: FacultPettofSttj2Idwetiol'owardCetition-khievementc

Scale Reliabilityc = .52

Spearman-Brown Prophecy Reliability
d

%b
e

r

There is a lot of competition for grades here. (T) 81.6 .88

Students here are very such aware of the competition to get
into college. (T) 93.8 .85

Few students try hard to get on the honor roll. (F) 79.0 .95

A lot of students here are content just to get by. (F) 26.9 .36

Variable 26: Faculty Perception of Facult Press Toward Intellectualisma

Scale Reliabilityc = .40

Spearman-Brown Prophecy Reliability
d
= .69

%b r
e

Clear and careful thinking are moat important in getting a
good grade on reports, papers, discussions, and tests. vo 91.4 1.00

Teachers do nothing more than repeat what's ,in the textbook
in some classes here. (F) 62.0 1.00

Teachers here encourage students to value knowledge for its
own sake, rather than just for grades. (T) 89.4 1.00

Variable 27: Facult Perce tion of Facult Press Toward Com etitton-Aehievementa

Scale Reliabilityc = .31

Spearman-Brown Prophecy Reliability
d
= .60

tb
r
e

135. There.is not much emphasis by teachers here on preparing for
college. (F)

151. Teachers here are really skillful at getting students to work
to the limit of their ability. (T)

116. Personality, pull, and bluff get students through some courses
here. (F)

93.5 .68

54.6 .76

64.4 .68

..
aNumbers to left of items refer to the identification of the items in the student or

teacher questionnaire.

b
Percentages are those of a random 10% sample (N = 2,053) of students in each school

or 100% sample of teachers (N = 1,029) answering each item in the keyed direction shown in
parenthesis to right of item.

c
Scale reliability estimates were obtained from the Ruder-Richardson Formula 20.

d
Spearman-Brown Prophecy reliabilities are for scales of 10 items, making the assump-

tion that the mature of the scales would not be changed by increasing their length to 10
items.

e
The coefficients represent the item -total score correlation which is Phi as a pro-

portion of its maximum value.
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KUDER-RICHARMON FORMULA 20 RELIABILITY COEFFICIENTSa FOR AUTRACT REASONING
AN) MAINFMATICS TESTS ADMINICTRAnD IA TWENTY HIM SCHOOLS, SY GRADE
AND SEX, AND KDDER-RICBARDSCII ?ORMDLA 21 RELIABILITY COEFFICIENTO

Gr.

FOP PROJECT TALENT SAME 07 RIGS SCHOOL STUDENTS

Cr.

A.R. Test (No. of (tens 15)

6.4s

Cr.

TABLE 8-4

Cr. Cr. Gr.

Girlsc

Cr.

..."

Cr.

B-12

01

02

03

04

05

06

07

08

09

10

11

12

13

14

15

16

17

18

19

20

All Twenty
Schools
Combined

1122s1
Talent
Sampled

9 10 11 12 9 10 11 12

.562 .614 .418 .571 .711

(85) (81) (51) (81) (78) (56)

x .369 ,6:22 .534 .633 .649 .610

(1!6) (134) (135) (151) (137) (130)

.654 .671 .739 .59? .663 .687

(172) (255) 1,137) (140) (162) (123)

.582 .396 .408 .535 .536 .605

(166) (159) (155) (174) (153) (1:7)

.55 .587 .59C .609 .639 .652

(291) (267) (182) ;za) (214) (193)

.653 .696 .679 .638 .658

(327) (371) (361) (335) (344) (303)

.685 .614 .661 .596 .643 ,671 .710 .685

(146) (130) (121) (93) (146) (143) (138) (121-1

* .546 .629 .583 * .557 .580 .607

(378) (395) (284) (405) (374) (288)

* .570 .442 .570 * .653 .527 .632
(77) (38) (83) (67) (73) (76)

.747 .04 .450 .593 .623 .561 .615 .t17

(73) (72) (59) (61) (83) (59) (82) (47)

.614 .562 .603 .578 .575 .569
(354) (317) (264) (315) (307) (280)

.655 .748 .674 .583 .547 .705 ,615 .621

(46) (34) (125) (94) (38) (41) (89) (91)

.726 .691 .566 .748 .627 .716 .568 699

(135) (117) (149) (100) (145) (125) (120) (90)

.534 .655 .482 .535 .648 .564
(115) (104) (92) (99) (106) (98)

.652 .539 .607 .602 .676 .581
(196) (231) (169) (226) (245) (168)

.544 .645 .525 .486 .673 .686 .544 .685
(143) (130) (114) (84) (104) (134) (138) (87)

.750 .134 .649 .673 .639 .686
(365) (413) (347) (370) (307) (345)

.552 .663 .579 .551 .503 .533
(148) (156) (177) (112) (99) (99)

.709 .669 .605 .623
(95) (139) (77) (122)

.683 .580 ,651 .674 .736 .613 .542 .594
(124) (85) (97) (102) (117) (96) (114) (95)

.694 .643 .637 .634 .688 .639 .634 .653
(910) (3,565) (3,524) (2,794) (822) (3,463) (3,280) (2,738)

.671 .648 .659 .655 .661 .655 .639 .638
(3,921) (3,876) (3,483) (2,946) (4,012) (3,914) (3,658) (3,302)

i
'ST 741.C.4



B-13

TABLE B -4 (continued)

MATH Test

M1100.1...*.IMMWMA101.1
( o. of items gm 24)

Boys
.owwwwmgeserawinormaiwormaiGirlac

School

orem........k...yww.e.ms.

Gr. Gr. Gr. Cr, Gr. Gr. Cr. Gr.
Number 9 10 11 12 9 10 11 12

01 . * .831 .883 .888 .807 .859 .888
(85) (81) (51) (81) (78). (56)

02 .890 .891 .892 .883 .884 .862
(156) (134) (135) (151) (127) (130)

03 .804 .867 .880 .786 .835 .872
(172) (155) (137) (140) (162) (123)

04 .803 .873 .854 .814 .854 .866
(166) (159) (155) (174) (153) (137)

05 .863 .175 .885 .853 .871 .874
(291) (267) (182) (281) (214) (193)

06 .849 .899 .893 .821 .668 .846
(327) (371) (361) (335) (344) (303)

07 .655 .652 .845 .374 .616 .615 .824 .723
(146) (150) (121) (93) (146) (143) (138) (121)

08 .852 .888 .898 .843 .881 .839
(378) (395) (264) (405) (374) (288)

09 .772 .861 .882 .601 .881 .829
(77) (38) (63) (67) (73) (76)

10 .815 .825 .357 .895 .808 .871 .857 .901.

(73) (72) (59) (61) (83) (59) (82) (47)

11 .839 .856 .882 .783 .825 .844
(354) (317) (264) (315) (307) (280)

12 .557 .713 .840 .844 .550 .798 .849 .857
(46) (34) (125) (94) (38) (41) (89) (91)

13 .759 .727 .844 .864 .633 .746 .800 .822
(135) (117) (149) (100) (145) (125) (120) (90)

14 .836 .911 .868 .879 .891 .880
(115) (104) (92) (99) (106) (98)

13 .873 .901 .899 .849 .893 .857
(196) (231) (169) (226) (245) (168)

16 .752 .761 .776 .843 .727 .773 .781 .790
(143) (130) (114) (84) (104) (134) (138) (87)

17 .059 .903 .889 .848 .884 .858
(365) (410) (347) (370) (307) (345)

18 .831 - ,869 .841 .784 .789 .815
(148) (156) (177) (112) (99) (99)

19 .794 .779 .661 .749
(95) (139) (77) (122)

20 .862 .816 .864 .895 .841 .839 .847 .867
(124) (85) (97) (102) (117) (96) (114) (95)

All Twenty
Schools
Combined

.807

(910)

.846

(3,565)
.883

(3,524)

.890

(2,794)

.773

(822)
.839

(3,463)
.870

(3,280)
.866

(2,728)

Pro ect
.704

(3,921)
.741

(3,876)
.826

(3,483)

.846

(2,946)

.642
(4,012)

.698

(3,914)
.781

(3,658)
.783

(3,302)
Talent
Scmpled
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TABLE 8-4 (continued)

aThe following formula was used for computing the KR-20 reliability coefficients:

In-11 2

n i(ra! rfq
rtt

a

)

where n = no. of items in the test
p = proportion of students passing an item
q = 1-p
2
i

total test variance

Source: Guilford (195o, p. 454).

bSource: Flanagan, et al., (1964, Tables 2-1). For a presentation of the KR-21
Formula used in Project Talent, see Guilford (1956, p. 455).

c
Figures in parentheses represent the number of students of each sex on which the

reliability coefficient is based.

The figures in parentheses for these Project Talent data represent a 10 per cent
sub-sample of all students in Project Talent. Stated difierentty, it is an "across-
the-board" 10 per cent subsample of the students from all grades in all of the schools
participating in their study, rather than all the students in 10 per cent of their
schools (Flanagan, et al., 1964, p. 2-2).

*There are no students in these grades for the specified schools.



TABLE B5

MEANS AND STANDARD DEVIATIONS BY GRADE FOR BOYS ON ABSTRACT REASONING TEST (AR)
AND MATHEMATICS TEST 91ATIO IN EACH SCHOOL, ALL TWENTY SCHOOLS COMBINED, AND

A REPRESENTATIVE SAMPLE OF U.S. NIGH SCHOOL STUDENTS PARTICIPATING IN
PROJECT TALENT IN SPRING OF 1960

nnamiwwww-.
Mean Standard Deviation

: Cohn"' Or Or. Cr. Cr. Cr. Gr. Gr. Or.
Number 9 10 11 12 9 10 11 12

AR 10.2 10.7 11.1 2.7 2.6 2.7
MATH

01
13.2 15.1 16.8 4.9 5.6 5.5

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR,

MATH

At:

MATE

02

03

04

05

06

07

08

09

10

11

12

13

16

15

16

17

18

19

20

9.6 10.5 10.5 2.5 2.7 2.2
13.5 16.5 16.8 5.9 5.6 5.5

9.4 9.9 9.9 .v 2.8 2.7 3.1
12.4 14.4 15.2 4.6 5.4 5.6

9.9 10.6 10.9 2.4 2,3 2.0
14.4 17.0 17.3 4.5 5.2 4.8

10.0 10.5 10.7 2.4 2.4 2.4
13.7 16.0 16.5 5.3 5.3 5.5

9.4 10.0 10.4 2.7 2.8 2.7
12.3 14.0 15.2 5.2 6.0 5.9

8.0 8.5 9.0 9.7 3.0 2.7 2.8 2.6
9.3 10.2 12.9 12.1 3.5 3.3 5.1 5.4

9.8 10.5 10.8 2.4 2.5 2.3
13.2 14.4 15.5 5.2 5.8 5.9

9.7 9.9 10.7 2.4 2.1 2.3
11.6 13.5 14.2 4.2 5.6 5.5

9.3 9.1 10.3 10.2 3.2 2.9 2.1 2.4
12.7 12.8 16.1 16.4 4.7 4.9 5.0 5.7

10.3 10.8 11.3 2.5 2.3 2.3
14.9 16.8 17.4 4.9 5.0 5.3

9.5 9.5 10.2 10.3 2.7 3.1 2.7
10.3 12.6 14.1 14.1 2.9 3.8 5.0 5.0

8.5 8.9 10.0 9.4 3.1 3.0 2.4 3.2
9.5 10.3 13.8 13.4 4.0 3.9 5.0 5.4

9.9 10.7 11.0 2.4 2.5 2,1
14.6 16.5 17.9 4.8 6.1 4.9

9.3 10.1 10.2 2,8 2.3 2.5
12.8 14.8 14.2 5.6 6.0 6.0

9.6 9.3 10.3 10.6 2.4 2.7 2.3 2.1
11.4 13.0 14.4 16.0 4.0 4.1 4.2 4.8

10.2 10.7 11.2 2.8 2.7 2.4
13.4 16.1 16.6 5.3 5.9 5.5

10.4 i0.9 11.1 2.3 2.5 2.3
13.0 li.8 15.3 4,8 5.3 4.9

8.2 8.8 3.2 2.9
10.4 10.9 4.5 4.3

9.0 9.9 10.1 10.3 3.0 2.5 2.7 2.7
12.6 14.5 17.3 16.0 5.4 4.7 4.9 5.7

wrrppreirmirmvrAir.9Vrtryl:277777PricTER777.51.1","54PetIMITTreMsrem.
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TABLE B-5 (continued)

[010.0.1
e=116.

AR
two

AR
MATH

AMINIOMIIMIM IM11101110111IMMINIMMI..

Schooi

Number

Menu

1
Standard Deviation

Gr.

9

Gr.

10

Gr.
11

Gr.

12
Gr.

9

=1.1i.
Gr. Gr.

10 11

.
Gr.

12

A11
ma& Jiwor.uu,

Schools
Combined

!Mita
Talents

9.1
11,2

8.1
9.2

9.7

13.1

8.6
10.0

10.4
15.2

9.2
11.6

10.6
15.8

9.6
12.4

3.0
4.6

3.2
4,2

2.7

5.1

3.0

4.5

2.6
5.6

3.0
5.4

2.5
5.7

3.0
5.6

-110MIONMINt

aData are based on a representative sub-sample of all U.S. high school students partici-
pating in Project Talent (Flanagan, et al., 1964, Tables 3-1 and 3-2.

*
There are no students in these grades for the specified schools.
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TABLE 6-6

MEANS AND STANDARD DEVIATIONS BY GRADE FOR GIRLS ON ABSTRACT REASONING TEST (AR)
AND MATHEMATICS TEST (MATH) IN EACH SCHOOL, AL TWENTY SCHOOLS COMBINED, AND

A REPRESENTATIVE SAMPLE OF U.S. HIGH SCHOOL STUDENTS PARTICIPATING IN
PROJECT TALENT IN SPRING OF 1960

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

1.01,1..11111CIOPOMMINIMIMIM

Mean Standard Deviation

School Gr. Gr. Gr. Gr. Gr. Gr. Gr. Gr.
Number 9 10 11 12 9 10 11 12

01

ct2

03

04

05

0

10.6 10.2 10.6 2.0 2.4 2.8
13.7 13,7 14.0 4.5 5.3 5.7

10.0 10.3 10.1 2.6 2.6 2.5
13.8 15.4 14.1. 5.6 5.6 5.3

9.2 9.6 9.7
11.3 12.6 12.6

9.5 10.3 10.6

2.6 2.7 2.8
4.4 4.9 5.5

2.3 2.3 2.4
13.2 15,7 15.8 4.6 5.0 5.1

9.9 10.2 10.0
13.8 13.7 13.8 *

2.6 2.6 2.6
5.1 5.4 5.5

9.2 9.8 9.6 2.8 2.7 2.8
10.8 13.0 12.1 4.7 5.5 5.1

AR
07

7.3 8.2 8.2 8.6 2.9 2.9 3.1 2.9
MATH 8.8 8.4 10.0 9.5 3.2 3.2 4.7 3.7

stlt

MATH

AR
MATII

08
9.8 10.2 10.6 2.4 2.4 2.4
13,2 12.9 13.1 5.0 5.6 5.0

09 9.3 10.1 9.8 2.7 2.3 2.6
10.9 12.6 11,3 3.3 5,6 4.7

AR
10

9.5 9.9 9.9 10.7 2.6 2.4 2.5 2.5
MATH 13.0 13.8 14.0 14.8 4.5 5.4 5.2 5.9

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

AR
MATH

11

12

13

14

15

16

17

18

19

9.8

10.1 10.6 10.8 2.4 2.4 2.3
14.0 14.7 14.7 4.4 4.8 5.0

8.9 9.8 10.0 2.4
10.6 10.7 12.1 12.4 2.9

2.9 2.6 2.6
4.5 5.2 5.2

8.4 8.7 9.7 9.1 2.8 3.1
9.6 10.0 10.5 10.7 3.3

2.4 2,1
4.0 4.5 4.6

9.6 10.1 10.6 2.4 2.6 2.3
15.0 14.4 17.4 5.4 5.7 5.3

8.9 9.4 10.3 2.6 2.8 2.4
11.8 12.0 12.2 5.1 5.9 5.2

8.4 8.8 9.6 9.8 2.9
11.3 12.1 13.1 12.8 3.7

2.9 2.4 2.8
4.1 4.3 4.4

10.1 11.0 10.7 2.6 2.4 2.6
12.9 14.2 14.5 5.1 5.7 5.2

10.3 11.0 10.8
12.4 14.5 14.7

8.4 8.4
10.0 10.3

2.3

4,4

2.7

3.5

2,1 2.2
4.4 4.6

2.7

4.0

AR
20

9.2 10.1 9.9 10.4 3.1 2.6 2.4 2.4
MATH 13.0 15.4 15.8 17.0 5.0 4.8 4.8 5.0



-46.166`

alimilliOrmi=m11.

8-18

TABLE B.6 (continued)

Mean .Standard Deviation

ATI
/r127.

MATH

AR
MATH

School
Number

Gr.

9

8.7

10.9

8.1
9.3

Gr.

10

Gr.

11

Cr.

12
Gr.

9

Gr.
10

Gr.

11

Gr.

12

All Twenty
Schools
Combined

Project

9.4
12.5

8.5
9.7

ton
13.4

8.9
10.1

ln9
13.5

9.2
10.3

3.0
4.2

3.1
3.9

9.7

5.0

3.1
4.2

°6
5.5

3.0

4.8

9.4

5.4

3.0
4.9Talent&

Twalowwww

aData ore based on a representative sub-sampie of all U.S. high sc;lool students partici-
pating in Project Talent (Flanagan, et el., 1964, Tables 3-1 and 3-2.)

*
There are no students in these grsden for the specified schools.
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TABLE B-7

QUARTILE RANKINGS FOR SCHOOLS ON THE SIX FACTOR SCORES

School

Identification
Number

School Quartile Ranks for Factors

Factors: I II III IV V VI .ma
01 1 1 3 1 4 4

02 2 1 2 1 3 3

03 4 4 1 4 1 1

04 1 2 4 4 4 4

05 2 1 1 2 2 3

06 3 3 3 2 3 4

07 4 4 1 4 1 2

08 4 3 2 3 2 1

09 3 4 1 4 1 1

10 1 1 4 1 4 4

11 1 2 4 1 4 3

12 4 4 2 5 2 1

13 4 4 1 4 1 2

14 2 4 3 3 1 1

15 3 2 3 2 3 2

16 3 3 1 2 1 1

17 2 2 3 3 3 2

18 1 1 4 1 4 4

19 4 2 2 3 1 3

20 1 1 4 1 4 4

A"


